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| Abstract
AN ETHNOGRAPHIC STUDY OF ?HE ACQUISITION ‘ 7
AND APPLICATION OF READING SKILLS IN
P
v ONE ELEMENTARY SCHOOL CLASSROOM
Roger Gilbert Eldridge Jr.

-

, Under the Supervision of Professor Wayne R. Otto
\
’ The purpose of this study was to describe and‘examine.the
culgural‘knowledgé, beliefs}iiﬁeaé, and actions ;f the inhabitants
of one e;eﬁentary school classroom regerding.the acquisition of
reading comprehension skilisiaﬁring reading instruction and the
application-sf those reading skills during social studiessinstruc-
tion. The study, an ethnographic inquiry, Qas conducted in a
school located in a middle andiupper middle class neighborhood in
a small Midwestern city. The participgnts in the study were one
teacher and twenty-six fourth andkfifth graders in one classroom.
The techniques of observation andiintefvieﬁing were\qfed‘to gather

data. Reading and social studies instruction were observed daily

for a four month pEfiod. The focus of the observations was on the

reading group discussion sessions that the teacher conducted with

each of nine reading groups he maintained in his classroom. Inter-

" views wifh the teacher and with 1nd1vidqa1 children were also con-~

ducted.

Three one and one half hour interviews with the classroom

A -

teacher were conducted during the course of the study. The

R S
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purpose of the teacher interviews was to obtain information about
‘z‘the teacher's knowledge and beliefs about reading and reading

1 ,
instruction. Through the observations and interviews several

,
v characteristics of the teacher's knowledge, beliefs, and teaching . -
/ ' practices were observed: (a) the use of groﬁp discussions of the

P ‘ story content to teach the reading comprehension skills which the )

teacher deemed 1hportant; (b) the introduction and use of reading
comprehension skills different from those present in the commer-—
cially published texts the teachef used; (c) éhe grouping of chil-
dren for instruction based on their demonstrated régding ability;
(d) the meeting yitﬁ each reading group every other da§ oéﬁin one *
> instance only once per week; (e) the organization of social 4
studies discussion sessions around the practice a;d appl;catidn of
the compreﬁénsion skills taught in reading comprehension.
Interviews with the children were conducted directly after
they hadkfeceived‘instruction in the reading discussion sess%ons
with the classroom teacher. The purpose of thé interviews was to
vttain information about the children's knowledge, beliefs, and
understanding about reading—and reading 1nstruction. Through the
observations of the reading discussion sesaions and 1nterv1ews 4 i

! ‘ * with the children the following 1nformatioJ concerning the chil-

dren's kiowledge and understanding of.;eadﬁnglgnd reading instruc-
/ 1 ;

—

tion was obtained: (a) reading is comp;eheniﬁon; (b) reading 15\\\\\\\\\\' )
—

reading aloud; (c) workbook exercises do not help to understaand a

= ‘ . xvi__
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— s wh

story or help te learn reading skills;'fd);cgildren who read aloud
with the teacher have difficulty with ¥éading; and (e) what you -
learn in, reading in ;he/fourth/fifth grade will help you in high
school and beyqu

The p pose of this study——to describe and.examine the class-

roem inh 1tants'\cu1tural knowledge "of reading and reading
instruction~-was 1lso achieved 1nla ﬁ;re general sense. The sub-
stance of the observations and interviews that were part ef the
study are reported in detail. The information that was obtained
offers general direction and specific concepts'to guide future
"full classroom" 'stidies from both qualitative end quantitatiye i
perspectives. Such studies should help (a) to clarify fureher the

7

classroom inhabitants' cultural’ knowledge, beliefs, 1deas, and

|
actions related tc ~ ~4ing and reading instruction, and thereLry
(b) to develop furthe. sound groundwork for seeking and for devel-

oping'more\effectige practices in classrooms and schools.

APpROVED: )QLLCL

.7 - R. Otto

DATE:
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g  CHAPTER I
INTRODUCTION

\
The quality of reading instruction in schools and the reading
3 . B

{
ability and achievement of children is closely scrutinized by edu~

cators, politicians, and parents (Chall, 1979; Gallup, 1979; Neill, . ;

1979). Educators have designed and conducted numerous studies to //,///”//
“try to clarify the proper content of readingrﬁggtrucéion (ﬁeééﬁf&h{_r '

in Readigg; 1974), relationships dﬁong selected characteristics of -

tegche?s and the reading achievemené of children (Ebel, 1969),
relationshipé‘among teachers' behaviors and student achievement . '
(Rosenshine &.Furét, 1971), and most recently, thé nature of

teachers' decision-making perforﬁance‘and the impact of their deci-

sions on éheir teaching of reading (Borko, Shavglson, & ‘Stern,

y981). . In eg;ence, educators have been attemptihg to discover the . %

"best" methods of teaching reading to students -- but usually with-
out success, Aféer reviewing the relevant research, Jackson (1965)
stated that Vtﬁe few drops of knowledge' that can be extracted

from over a half century of reéearch are "so low‘}n intellecfual
food value that it is almost embat;ésqing to discuss them"}(p.‘9}f

Jackson's statement is offered to encourage future educators ta

approach their research problems with a different perspective.

”
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One research perspective which has received little or no
attention from reah;ag/educators is the direct observation and
interviewing of teach::s and children as they engage in the teach-
ing and learning of reading and reading instruction. That is,
1nvestigatora have not di;eétly asked teachets to explain why and

how they teacﬁ specific reading skills. Equally impottant, inves-

. tigators have.neither asked teachers for their perspective nor have

reading instruction as it occurs in elementary schools. That is,

_tionigf the teaeher and children in one elementary achoolxgi?gs- F 4

they observed teachers as they present content area materials to
discover if the skiils taught in formal reading instruction are in
fact expected and/or applied. Furthermore, readiﬁh educators have.

neglected another rich .source of information about .reading , and :

.

reading educators have-not asked children whether or how they per-

ceive and understand readihg instruction and the reading Process

%

within the confiﬁes of their classroom.
The purpose of this study was to describe and examine\thé
. ¢ . , |

knowledge and perspectives rélated to reading and reading inséruc-

)

room. Specifically, the intent was to discover the beliefsv‘ideae,
- , - : ’ A 4 s
and actions the classroom i%habitants possessed about the atquisi-
tion of reading comprehension skills during reading 1nstrpz:1on

and the application of those reading skills during 90cial studies -

( instruction. The data were collected via daily obaetvationa of

A

16
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reading and social studies instruction. In addition to the obser-

vations, interviews with the classroom inhabitants were conducted.
Rationale

The rationale for this study is presented in two parts.
First, reasons are given for selecting and using an ethnographic

approach to conduct this study. Second, a justification 1s offered

for focusing on the iﬁhgbitants' knowlédge and perspectives related

to reading and reading instruction. This is not to suggest that
the method and focus of the study ought, in fact, ro be treated

séparately. The topics are treated separately for discussion ‘

* . purposes. 7 .

Rationale - Approach

Traditionally, a scientist's initial steps in designing a
study are to select ,and to delineate a_Eopic or problem and to

formulate a hypothesis. Then the scientist usually aelecté the

o

population he/she wishes to study and béginq to collect data to
support ' the hypothesis. This app}oacﬁ was developed ﬂy scientists
who work in the natural science fields, such as physics and

. "

chemistry. Bellack (1978). refers to this appfoach as "methodologi-

~

cé; empiricism or quantitative research,w, and he categorizes this

/ ‘ .

. /‘
.type of research under the label of "mainstream scientific ideo-

logy." Some of the tenets of this research perspective are:

(1) knowledge is discovered only through the use of the scientific /

e

N
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method; (2) the only appropriate research methodology is establish-
ed in fhé patural sciences; and (3) scientific explanation is

caysal ir nature (von Wright, 1971).

N Social scientists, educator® included, have relied heavily
\ . 4 -
upon the quantitative methodology in designing research studies. . :
X | )

i

As a resul*, investigations qf teaching and learning situations .

h: e tended to be focused almost exclusively on teacﬁing—process
vn:}\blcg and student-outcome variables. The implicit assunption i
seems to be that only quantitative results relgted to these vari- / §§?z
ables provide a dependable scienrific Ba;ig for teaching practice .
(Gage, 1978). Nevertheless, on the basis of ‘a review of the
ressargh on te;chiﬁg-prééess va%i;Bles ana étudéﬁt oﬁt¢6me-variable§. T T
:po§1e_(1977)'repor;i that few causal relaqionahip;'anong those “
vgriableu have been consi.tentiy demonstrated. Thus, it appears
that educators need to lqok beyond causal relationships as they
seek to understand the teaching and learning of essential reading . . N
\ skills.
Recently, educators have been urgcd‘to develop and use the
‘pfinciples of qualitative resea;ch.‘euch‘lq éhose‘enbedded in ' .
, ethnography, ethnomethodology, and phenomenology (Bellack, 19783
Jackson, 1974; Lutz & Rlnsey.§1974; Mehan -& Woéd,dl975;'9nd wblcott.
1979). One of tﬁe principal reasona for the recent emergence of '
‘qualitative rena¢r§h~hau been the nood\of educators to discover,

identify, and understand the reality in which social behavior in

schools oécurs'(nuffy. 1980; Tikunoff & Ward, 1980). What is meant
* ’ . ’




here is that knurledse cannot be divorced from the context in which

social behavior tramspires.

Cronbach (1975) discusses the concept of context as it applies
to reseiarch. He tates that by employing "systematic correlqtion"' . ;
and "experimental control" in research, psychologists and educators :
have neglected obaeryiug effects of:human behavior in context. X %
Cronbach contends that as researchers conduct experimente on teach-\\
ing processes and learning outcomes, they do in foct give attentron
to whatever variables are control.ed. He warns, however, that in
addition, researchers must give "equally careful attention to un-
controlled conuitlons. to personal characteristics, and to events
tht occurred dudang treatment and measurement" (Cronbach, 1975, -
p. 124). As an, Lducator approaches e;ch new eituation his first o
task is to "deacribe and interpret the effect anev in each locale,
perhaps taking 1nto account factors unique to that locale or series
of events" (Cronbach, 1975, p. 125) Hhen educators fail to observe .
the effects of human behevior upon processes or outcones much con- [
testual 1nformation-or vhat. Dahllof (1971) refers to as "frame
factors of a situation--is ignored or capt as‘dé?as being irrele-
vant to the resecrch_f%ndings. Dahllof's frame factors are con-
textual viriables such as subject mattet under study, tbe‘groupiug
of children, the social and economic background oi\Poth the teacher .

and cﬁ;ldren. and other similar variables which exert an influence

on teaching and learning. : -
(



Schlechty ﬂ1976) espouses a similar position when he states
that educators who focus their atteqtion on teacher-processes
and/or student-outcomes ignore not ;;ly the influences of the con-
textual frjhg factors on teacher-student interaction, but also the -

reciprocal influences of classroom participants on each other.

L1
[ ]

Furthermore, Schlechty na}ntains that when educators adhere to the
mainstream®scientific model of research, they assume that there is C
a direct causal link between variables, that is between teacher ' .
behavior and pupil learning. He claims that educators who make

o*
this assumption ‘disregard the impact of both teacher-student inter-

,sactionai processes and efiviormmental fa;tots on.classgoon éventé.i
= ‘ Specifically in the area of reading research, appeals simi-
) PR - - . &

lar to Cronb;ch's. Dahllof's and Schlechty's are m;de. Farr and
Weintraub (1974) in a ielﬂigg Research Quarterly editorial, argue
| that research conducted in the mainstream scientific perspective
\- has failed to helpm;Qadiqs educators "uncover»ﬁewﬂrelafionahips
or to stuiy more profound questions and critical iqsue; related ég
regding” (p. 549). They call for the use of methodologies found
in anthropology, law, and/or journalism "to stuﬂy phenonena in £he
natural sec?uig" (p. 551). Similarly, Nuthall (1974) cZAcends that :
he exclusive use of a set of presrribed research ncthohs, many of ‘
which do not meet the reguirenents of the problems being studied,
limits the§kinds of.problepl dddressed and Fhe ways in which they < -

are conceptualized. In conjunction with Nuthall's contention,-

| 20 '
' . »
"
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" studies in "full ¢lassrooms.” That is, he suégests that studies

Jackson (1974) advocates the use of "methodological eclecticism"

for conducting investigations of educational phenomena. He charac-
terizes methodological eclecticism as lacking formally stated

hypotheses as necesoary guidés to inquiry. Jackson depicts an

.

investigator using methodo;ogical eclecticism when he states, "at

least in the early stages/of work, he (investigator) tends to

meander, looking about’ the setting with a naive eye, letting the
/- -

natural flux of events guide his vision" (p. 84) Wolf and Tymitg

(1976) in a Reading Research Quarterly Guest Editorial, renew the
&all to reading educators to use ethnographic techniques in their
research. ' Wolf énd Tymitz state that through ethnographic inquiry
educators gain an understanding of "all levels of interaction with—
in teacher-pupil dyads" and "will subsequently help uncover what

/ ’
cognitive styles, structures of strategies learners employ in

3 L]

developing reading skills" (p. 10). . e S
In ‘a more recent discussion of the use of qualitative method- ‘ -

- {
ologies, Duffy (1981) encourages reading educators to conduct ~

.

be -conducted in classroo;s'in which the teacher and the children . A,
can be obsegyed as they interact in the full context of teaching '
and learning in the classroom. Duffy‘claims that studies con-
ducted in "empty,classrooms," classrooms in which teachers make

decisions about instruction and learning prior to interacting

with the children, only reveal half the story of what actéilly

'3




transpires in the full context of the "real classroom." As has
been demonstrated by Mehan and Wood (1975), a child's perception /
of a task and ;;e teacher'jiintention in presenting that same task /
are often very different. Therefore, in order to;discover the \\
beliefs, ideas, and actions of the inhabitants in a setting as ]
* regards the task and thg 1nte9tion of the task many participants

must be observed and questioned over time. ' )

In responge to the ideas expressed by Cronbach, Wolf and o

Tymitz, Duffy and others, ethnography as a research method for

discovering and understanding the’cultrual knowledge and frame j -
factors which 1nf1u;nce the inhabitants in a ''real" clasqrooﬁ was

selected as the method to.conduct this study. y;iinowski (1922)

“ . . states that- ethnography iS‘a;;pttempt,to "g;asp the native's point f

? of ;1ew, his relation to life, to realize h}s vision of his

world" (p:(25). épindler (1979), in describing how the method Lf
uethnography can be used to answer que;tigns reiatetho schools ) /
énd/or schooling si}uations, state; ;hat the overall goal of
eghmography 18 "to discover the cultural knowledge that people / V
hold 12 their minds, how it is employed in social 1qteraction, anq/ (

/
the consequences of its employment" (p. 7). Culture is a very

broad concept and has acquired, over time, several different and .
~ significant meanfhga. The concept "cultural knowlege" is explained : =
by Spradley and McCurdy (1972) as "the knowledge‘people use to

generate and interpret...behavior" (p. 8).r This knowledge is

~
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learned to a large degree shared by the teacher and children - ~

in the classroom. Such a definition does not limit culture to
behavior that'occurs only whed people are in a group, however.
On the contrary, social behavior includes and individual's action - o
- that others learn and unde}stand. When a child enters a school
library to se¥§ct a book, the child employs his/her cultural ~ é
knowledge about libraries, selecting a book, reading, and many
other things. ~This behavior is social becadse the k?:wledge is E
shared by many other people in the school and in the community. |
Few 520p1e would be surprised if they observed a child browsing '
through a stack‘pf books, alghough people would find it strange to
find a cﬁild teariné picfures from these same books. Recognizing = = . :
and teking account of-these things is a form of‘social behavior. - - "
The meaning ofﬁige social*behavior is taught éo eachvnew gene?atibn
_as cultural tradition.
The definition of culture as knowledge affects the way the
ST T jeulf.ure s ig!egtigated and described (Spindler, 1979).. Conse~ - .
' quently, the focus oéwee;eerch shifts f?om*t@e—perspective qfﬁan }
ethnographer as an outsider, ETIC, tcya ggscovery of the insider' si o -
) ¢ point of view, EMIC.1 Ethnography 1; noé mere}y an bbjectige{
description of beople and iheir behévior'%ron the observer'e view-

- point' it is a systematic attempt to discover the knowledge people

have learned and are using to organize their behaviar (Spradley,

-

1980).

,23.



10
étthgraphy, therofore, ;nvolven a disciplined study of dhat
the wo1°d is like to people who learn to see, hear, speak, think,
! and act in ways ﬁE:; are different. The purpose of an investigator
who employs the techniques of ethnography is to provide description .
and analysis regarding some aspect of human social behavior
(Spradley! 1979). 1 order to provide the descriptions and analy-
*48;§ an investigator utilizes a field-work approach assogiated with
‘the methods of anthroplogy as he/she selectively recordécertain o

acts of human behavior 80 as to construct explanations of that

behavior in cultural terms.

- r

§%% o Rational - Focus ' '

Studiés_whidh rely solely upon student-outcomes measured by
standardized tests do'oot account for ‘the children's cultural know-

— ledge or for the congextual.factors which affect the inhabitants

of the classroom. Neither the teacher nor the children can predict

with any certainty what will happen next in a classroom. Plans for

“gogls are Eoﬁiﬁanfly emerging. As a
. consequence, the classroom teécher must take advantage of any e
) opportunity which may arise and use 1t to benefit all the parties -
concerned{ Therefore, in/order to discover the inhabitants' .

> culturol knooiedse of :é;ding instruction an inveatigator must -
identify a}fgof the qipu;tiono-—frame factors--affecting not only
¢ " -

-~
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the children but also the teacher and the subject matter being
taught. i v K

The discovevy of the 1nhab1tants cultural knowledge is

x ) ‘ -

important for two reasons. When the cuktural knowledgq;is known .
o
the instructional and learning processes of the teacher 9nd chil-

dren can be pnderstobd 80 that direction can be provided in the

—# ¢

fnitiation of instruction which meets the needs of the 1nhab1tangs‘f ' )
Also, instruction can be suggested which Thelps children better g

understand the content .and purpose of the instruction. Another

By

\ 4

“reason for discovering cultural knowledge is related to the imple-
mentation of educational programs. Investigators have found that

the success in the implementation of\reading innovations and

other educational progrems is dependent on the perspective of the
teacher (Fullan & Pamfret, 1976 wirt, 1976; Zaltman, Florio &

Sikorski, 1977). Therefore,\Ln .order to attaiﬁ"maximum potedtial

for teaching the content of "rkading," the contentfshguid be

_conaonant‘with the teacher 8 pe;spective. That is, when the
" ‘ . teacher's perspective and knowledge of reading differs from what
is offered in a reading program the program 15 usually abandoned
" or adapted (Berman & MaéLaughlin, 1976). Consequently, a dis-
covery and “understanding of cultural knéwledge‘is essentigltfor- -
- - , .

recommending changes in methods and materials to improve instruc-

tion (Everhart, 1976; Herriott, 1977; Mulhauser, 1975; Wolcott,

-

S 1974). , —
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~ - -fﬁ; cultural knowledge of the inhabitants' acquisition and . .
application of reading comprehension skills was of speciallinterest |
in this study. The skills of interest weré the skills Gray (1960)
identified as the skilla which aid a reader to obtain "a clear -
grasp of what 1is read. Historically, the teaching of reading -
comprehension skills has been a ptedominant acﬁicigy in American r
«: elementary schools (Robinson, 1977). That 19,5!%§:§reading educa—'
A tors advocate some form of comprehension skill in ruéfion as a
part of tﬂe teaching of readiﬂi_in éiementary schools {Chall, 1967;
Johnson & ﬁarrett, 1981; Otto, Rude, & Spiegei.,l979; Smith &
iarrett. 19;8). Moreovgg, stu@?es o£ reading com;rehengion skillsf
hav; b;en of intérest to investigators since thexehrly‘1900's T
; ' (Johnsoﬁ. 198}). i ) . ‘ ) - . 4 P
' 5 In additioé to the_at?entioﬂfprofeésional Educgtors have P
§§ continued Eo give to nea;ing‘comprghéhsion 1nstructfon, parents
§gnd politicians ;ave also come_t% st;ess the 1m§6rtance>of teachj
ing and legfhiné reading é;mpreﬁénsiod sgillg as a wajor;objective
of the educational system. TPis is eviﬂiﬂt in thg{adoption of

. réading competency testing progragu'by more thart thirzy-five

g s 7 .
states as one criterion for achieving a high school diploma (Chall,
. .

1979). i ’

%

The above are but a few reasons for the high interest in

f o reading cSmprehension skill teaching and learning. These areé very

valuable and prudent reasons for wanting to discover more about -

v
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how reading gqmprehension skills are taught 'and learned. Yet,

—

’ﬁu;ii;Azl978) provides one of the most compel}ing reasons fér
further investigation of reading comprehension skills in elemen-
tgr& school classrooms. In an observation;I study of several
elementary school classrooms, Durkin found that teachers were not
teaching their children reading comprehension.skills. What she
did find was that teachers were merely providing children with
guidelines for completing gﬁékbook exercises and not teaching the
skills. The questions to Be asked, then, are, first, What are

_children learning during readiné{instructidn? and, second, for a
teacher who is usi:_ a published text containing specific reading
comprehension skills as part of the instructional program in
reading, What is being done? Tiiese questions need to be answered.
Johnson (1981) states that in brde; to improve the knowledge and
understandinggsof the complexities éf romprehension a "much more
thoroughlanalysis must be made of the learning tasks which face
. the developing comprehender" (p. i56). In additio. , Johnson claims
that "all attention to reading comprehension must be in the context
of the reality of reading" (p. 156).

- Puxpose - i ;
The purposé of this.study was to dfscover and interpret the
classroom inhabitants' cultural knowledge and to 1dentify some

frame or contextual factors associated with reading comprehension

27 -
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~

skill instruction. The study was designed and conducted to allow
for the unlimited observation .nd description of the inhabitants'
actions, beliefs, interactions, and activities which were revealed

during the teaching, ;earning,:énd applying of reading comprehen-

sion skills. In this regard, research questions of a general

nature were posed so as to focus attention upon the varied activi-
t;es and interactions of all thg classroom inhabitants during
readiné and social sthdies instruction. That 1s, the research*
questions were.éufficlently'open-ended to account for the diversity
of perspectives and actions of the inhabitants and to allow for the
writing of compr;henéive descriptions. ~

In this study three research questions were posed. Each

. question encompassed a very broad perspective and included several

subordinate questions.
"Question 1: What does' the classroom teacher expect the
children to learn during reading comprehension skill in-
struction?
The expectati;hs of a teacher, the goals anh objectives of
‘instruction, are the bases upon which the teacher's perspective of
reading and reading instruction are founded. In addition, dis- *
covering the goals and objectives of.instruction, observing the 4
overt'actions of ali the classroom inhabitants, and determining i

the meaning the inhabitants assign to their actions are essential to

understanding the teacher's perspective of reac .. instruction. ' ’

28
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Three subordinate questions are considered when seeking an
" answer to the first question. First, was there an accepted set of
goals gnd objectives of reading instruction in the classroom which

had been determined by an external source? An external source may

be either 1nd1v1duals-or materials which impose a system of instruc-
tion, content, or methods upon a teacher. For example a school
board, a schbol superintendent or a principal may administratively

define the instructional goals for teachers. Likewise, instruc-

tional goals may be mandated by the adoption of a particular pro-
gram of reading instruction (Berman & McLaughlin, 1976; Kamm &
white, 1979). 1In each instance, the meaning of reading ard the
goals for comprehension skill instruction are predetermined for the
classroom participants. The discovery of skills and objectives of
reading instruction is important to the de  .pment of an under-
standing of what transpires within reading group instruction. The
content of reading instruction is used as the basis for observing
the behavior of the classroom participants. A second ancillary

: ¢’
question asked was: 1Is there a match betwedh the external skills
and objectives and the actual skills and objectives a teacher
pursues with the children? A third subordinate question was:
what activities does the teacher assign which provide for the

learning, practice, and application of specific comprehension

skills? The objective of each ancillary question is to uncover
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data about the foruation and development of the teacher's perapéc-

tive of reading instruction. ) ) o

Question 2: What overt behaviors do the children engage
in while working on reading comprehension activities?

" The objective in raising this question was to obtain an
understanding of the children's actions and interactions during
instruction intended to improve comprehension. Two important
factors which affect th; children's actions and interactions were
considered. First, specific environmental factors which affect

; child;en%gs they act and react to various oituatiogs within the
community, school,and classroom needed to be identifieﬁ. Too

cften environmental factors are considered incidentaf/and of iittle
relevance in the diacévery of the children's perspective of the
skill of reading (Metz, 1978; Ogbu, 1974;|Peshkin, 1978). A

- second factor which affects children's actiéns and interactions are
the children's strategies for communicating, completing assign-
ments, and 6sing ‘the readiag skills they have learned. The
sgfategies child;en emp;oy often influence not only instructional i
approafhes but also claesrdﬁm organization, rules of behavior,
+social friendships and other frame factors which affect theﬁinhab-
itants of a classroom. Important frame factors needed to be
identified and described.

Question 3: What do the teacher and children in the
classroom verbalize about their individual perspectives
of reading comprehersion instruction and the applica-
tion of the reading comprehension skills in a content
area, social studies? ¢7

S

. 30 .
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The purpose of this question was twofold. The first objec~
tive was to verify tﬁ; investigator's observations of the class-
room inhabitants during the reading group sessions. A second
purpose was to obtain first-hand reports of the classroom inhabi—

'tants about their beliefs, ideas, and actions regarding reading
and ?ocial stujies instruction.

The chapters which follow this introduction are what Geertz
(1973) refers to as the "thick de;criptions" from observing and
interacting with twenty-seven inhabitants of an elementary scliool
classroom. The descriptions reveal the inhabitants' cultural
knowledge of reading and reading inatruction. Also, the descrip-
tions illustrate the perspectives the 1nhabitants possess about

teaciing. learning, and applying reading comprehension skills.

+
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CHAPTER II

THE SETTING: CAPITAL CITY’S WESTSIDE COMMUNITY AND SCHOOL

One of the first tasks in any attempt to know and understand
a culture, whether it be an entire community or merely a micro- : IS
cosm of that community, such as a school or even a nchooi
classroom, is to apprehena the cultural milieu of a rglevant
getting. For example, a school or more specifically, the teachers
an& children in a school'are not isolated from or unaffected by -
the social, political, and eéononic influences which affect the
eductional decigionn and practices within a community. Any one
school classroom does not exist in a vaccum but 1is ; reflection 3
of the total community of which it is a part. The elements in-
herent in a cultural setting such as social class, educational o
objectives, economic realities, and political convi:ztions are
integrally interwbvgn 80 as to represent the beliefs and behaviors
of all the community's iﬁhasitants. Consequently, before an
understanding of the behavior and activities of a teacher and .

the children in his/her classroom can be obtained, knowledge '

about the}culturnl getting, the contexts in ﬁhigh the inhabitants ’ "
live, woé;; and play is essential. The following descriptions i
and anal&nes are presented to develop a basis %or undcrgtandins

the setting of this study, Capital City, the Westside neighbor- _

hood, and Westside School. ; ’ -

32 - ;
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. The City

Capital City is losated in a Midwestern state. The citi' s
population is approximately 170,006 p60p1é. The hub of the c;ty
1s positioned between three large lakes with ; fourth lake lying
just a few miI;s to ghe southeast. The -residents from Capital
City and the surrounding towns use the lakes for recreational
activities. From the central part of the city, the State Capitol
Buildigg, the streets stretch-out like the spokes of a wheel. .
These'spokes lead into the numerous city neighborhoods and
eventually reach into the surrounding towns.

Capital City's population, in genéral, is descended from a
multiplicity ;f nationalities from Europe and Scandinavia. The
socioeconomic staﬂding of the residents-appears to be within the
“middle and the ﬁppet middle classes.” These very generalized
social class designations are due\predominanily to the number of
professional people~-lawyers, doctors, professors, and business
executives--wiio have moved }nto Capital City as a result of their
associations with the state govermmental agencies and with the
state supported University. These individuals appear to possess
many of the cultural beliefs and artifacts associated with the
middle and upper middle c1§sses in the United States.

Prior to the 1950's, Capital City was a small municipality
with a pregagderancé of farms, small‘business, gnd state .

governmental agencies. Most of the residential and business areas

.
b RN
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were located to the'no:th and east of the State Capitol Building.
Land; to the south and west of ;ﬁe'State Capitol were used
primarily for farniﬁg purposes. ‘ '

Capital City's population be;;n to expand, however, during ;
the 1950's and 1960's. The expansion was due la;ggly to incnease;
in the size'éf‘the state governient and to thgﬁﬁ;owth in the
number of students enrolled at the main“c?npus of the state
supported University. Each of these organizations att;;;£ed
large numbers of 1ndividﬁals and their faQilies to Capital City.

Hence, residential and business areas multiplied. Lands desig- .

.
nated for use by farmers within the city limits were rezoned for

residential and business development. With the addition of people
. to the area, the city's governmental services such as police and
fire prog;ction. welfare subsidies, and educational facilities
expanded many fold by the early 1970's (Capital City Annual Report,
1964, 1968, 1972).

In spite of the rapid growth, the residents considered
Capital City to have an -appeal as a large town. The wide streets
were lined with trees and grass. Natural recreational areas
abounded. spe nuumber of factories polluting the ailr were few.
Serious crimes, crimes categorized as felonies, were minimal ;n
number. In short, the maladies affecting urban 1life in the large
cittgc of New York, Chicago, and Boston were ﬁot the primary

_ factors of concern to the residents of Capital City.

r’ \

S Y ~ -
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With the increase in residential growth in Capital City,
political subdivisions called neighbdrhoods were developed. The
city government remained centralized around the offices™of the

mayor and the city council. But, the neighborhoods began to

develop, function, and expand in several observable ways. First,

the residents of each neighﬁorhood identified with their neighbor-
hood. People formed strong associations with the areas in which
they lived. Second, the residents of eacﬁ neighborhood were able
to elect representatives to serve the needs of the neighborhooa's
residents on the city council. Next, the residents in Qeveral
neighborhoods incorporated their areas and became small towns
;ithin the city limits. For example, Hillsborough gained town
status in this manner but relied upon Cépital City for various
services associated with schools and municipal utilities.

Finally, elementary schools were built in each neighborhood.
Consequently, the neighborhoods became the centers where adults
and.children alike were introduced to a cultural heritage. After
a public elementary school had been constructed in a neighborhood,

the school became the social, cultural, and political center for

_ the neighborhood's residents. Generally, Capital City's residents

'developed a strong identification with the concept of neighbor-

hood education. In turnm, the/kesidents took an intevrest in.
and made an effort to maintain apd improve the neighborhood -

school. The residents devéloped a sense of pride, a feeling of

) pw

T .
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solidarity and ownership of the neighborhood educational system.

In the late 1970's, changes evolved in Capitqi City. One
change vas a shift in the population. The city's/ residents began
to move fro; the city to the surrounding tduns./'Another change
was the significant decrease in the number of %&ve—births in
Capital City# As a consequence of these chanqé;, the number of
school-age children in many of the neighborho#&s declined. In =«
addition to these local changes, the nati 1 economy beg&n to
experience severe difficulties and as a result Capital City's
fiscal p;sition becan; tenuous. Since th7 city' egucation depart-
men:}reéeived the largest portion of the collected»property tax
dollars, one of the~f1rst departments t¢ undergo cutbacks wqé this
department. The administragors‘of thé'éducation depaftment Qere
forced to institute an austerity program.

One of the first actions the educators took was to qlose

~ three neighborhood elementary schools. This action was taken and

accomplished in spite of the vqciferoué protests oi the inhabitants
of the various affected neighborﬁoods. These first school clos-
ings were foliéwed in the 'next Qear by tﬁe closing of three more
neighborhood elemenfary schools and the conversion of a mi;dle
school into an elementary school. Again, this‘actioﬁ transpired in
spite of parental protesta; In addition to the school-tlosings,

the contracts of many educational personnel within the city's

school system were terminated. A total .exceeding one hundred

- 38
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and eighty education positions was reduced and/or reallocated in

the education department Qlthin,a two year period. . £
As a consequence of the school closings, parents’ conceﬁtions

of neighborhood schools changed significantly. In fact, the

notion of neighborhood schools cogéinues to be altered as several

more elementary schools are being considered for closing. Resi-

dents 1living in neighbort ds where the elementary schools were

closed have lost one ;;sgitution with which they identified. 1In

addition, the uncertainty surroundin% the future of many neighbér- /

hood elementary schools a%d of the teachers in those schools

create much concern for parents, children, teachers, and school

administrators throughout the city. : .

The Westside Neighborhood -

Westside neighborhood is located about three miles from
. . .
Capital City's downtown area. The circumference of the neighbor-
hood is approximately one mile. Major thoroughfares form the

southefn, Qestern, and northern borders of the neighborhood, while

a public golf course serves as the eastern border. Westside 1is

- pasically ‘a residential area composed of single-family dwellings.

There are some exceptions, howgyér. A small shopping plaza con-

taining ten to twelve retail businesses is situated about a

half block fr;m Westside School.” Two or three churches also are -
situated in the neighborhood. In addition to Westside School,

which is a public elementary school, St. Michael's School, a

- 37



priva:g instditution sponsored by a religious—organization also

3
3

oeoupies a place in the Hestside neighborhood Children from
throughout the city attend this school, whereas only children
_ . from Westside and from the nearby town of Rochester attend West- ;j
side School. -
The Westside neighborhood is a very pleasant looking area.
< Most of the house lots are approximately a quarter acre in size.
~ The houses and yards are small and appear to be well~kept. Most ,;
houses havé car garages. The garages are either attached to the
hques or sitlsepafately beside éach house. . A majority of the
A hqpses in the Westside grea have been built in the past twenty »
to twenty-fiveéyeara. .Mbet of the homes are situated very closé
to the city sidewalks affording each family only a small front .
yard. Yet, the streets are lined with flowering trees and grass
rrrrr _ which gives the appearance of increasing the size of most yards.
Many of the neighberhood residents cultivate flower and vegetable
gardens in their backyards along with grassy areas which are used
for relaxation and play purposes.

““Westisde neighborhood is very much a mirror image of Capital
City. Socio-economically the Westside residents are individJZIs
from "the middle and the upper ;1dd1e class" stratifications.
ﬁ;ny of the residents are employed either as state government

workers, university personnel or they are individuals owning and

operating small businesses. In addition to the fully employed,
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many semi-retired and retired individuals live in the Westside

-

ﬁeighborhood. Although there-are many children living‘in this
neighborpood a majority of the families are without young chil~ -
dren. This‘is due primarily to the fact that the residents are
older and their families have grown and moved to other locations.
In contrast to some of the'city's,other neighborhoods, most of

the Westside residents have lived in the Westside neighborhood
for many years.'ﬁEhere has been little turnover in the comgositionA
of the Westside neighborhood in recent ;gars. _ Therefore, most
W;sfside families have had childfen pdss through Westside School
at some paint in-time. ’ ) .
Westside School 1s the action spot for the resideats. It
gerves all residents as a meeting place for local political
organizat}ons, a voting station during elections, and a meeting -
place for several service organizations such as'GirlAScOut troop
meetings. Other organizations located within the confines of
the’neighborhood as well as within other parts of the city often
use the récrgatiogal facilities in the school and around the
school greunds. Westside School serves as an inteéral element’
in the Westside neighborhood. B

During the time of this study at Westside School, several

parents voiced fears that the school would be one of the next

reus

schools closed in Capital City. Teachers and parents alike were

concerned about the impact the closing of Westside School would

—_ v
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have on the neighborhood. The outcomes were not known. Residents

\ T .

have no fa ilities in which to transact neighborhood or connun#ty
business."” In addition, the residents expressed the fear of f
loging a part of their identity., At the time the study was ;;#-
v pleted, the adninistrafbrs of Cgpital City's schools had takeqruo
action to close Westside School. Yet, changes of teaching |
personnel within Westside School did occur. The most noticgaJ&e
change was that seven classroom teachers were to be transferred
to other city schools for the following school year." This change
was consummated because enrollment at Westside School was expected
to decline. 1In fact, for the better part of two years the enroll-
ment figures at Westside School had been experiencing a steadyfde-
cline and a shift in teaching personnel w;s warranted. All of
Low these factors created arp air of uncertainty abour the future of

R . Westside School, the neighborhood, and the city's school system.

©

Westside Elementary School

i

~

Westside Elementary School is a long, three-storied red brick
' structure locate& in the middle of the Westside neighborhood.

The cornerstone of Westside School, according to the principal,
was "p?t in in 1951. It was built as a potential junior high

hd - school with akstudent p;pulation of—;bout eight hundred children."
g o Westside’School was "the first suburban school built" in Capital

. B )
City. As a potential junior school several features exist which
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were not usually included in the construction of an elementary

school. First, there is a double gym. Next, a large storage

area with an elevator at the loading dock was included. Finally,

"the classrooms are big and there's a lot of storage area and

-

there are lots of cupboards in the;classrooms." The school

.occupis~ a very central part of%;he;neighporhoqd in terms of

actjvity as "it's highly used.cgg&unity-wise." The school and
the businesses in the shopping/nlaza are the most active areas in

the neighborhood. ’ -

The central location and tne easy acceés to Westside School
has made it an ideal school in which to bus-in children from
other areas. With the dwindling student populatior in the
Westside neighborhood, Capital City's educational administrators

have.resorted to tran orting’children from the town of Rochester

P

to Westside School. These children arrive by bus each day. Most

of the Rochester children wﬁo attend Westside School come from

~

the many apartment buildings located near the botder between

Capital City and Rocheater. Yery few of these children are from
single-famii&bdgellings{ The Characteristics of the population

of tuis section of ﬁcche;ter are vastly‘ditferent from the popu-
lation of the Westside neighborho;d. First, the Rochester popu-
lation consists mostly of people who work in small businesses in

the Capital City area. Next, few Rochester residents living near

the city limits of Capital City are of retirement age. Most of

[y
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the rasidential buildings are new or have been c‘nstructe* in the
last ten to fifteen years, Soclo-economically, the Rochester

residents are "basically from the middle class" stratification.

Finally, the parents from Rochester, as a group, are less involved

in the Westside School parent organization than parents from the
Westside neighborhood.
The professional staff at Westside School "has been extremely

stable."” In the_twenty—nine years of existence there have been
only two principals of the school. Until recently'the teaching
staff was composed exclusive1§ of women. In fact, some of the
teachers originally appointed to the Westside School staff are
still there. The current principal, however, has tried to recruit
"younger teachers and more male teachers" to provide a more
balanced staff. With the future departdre of seven teachers,
three of them being the only male teachers in the school, both
the principal and the parents in the community have expressed
concern. The administrators)of Capital City's education depart~-
ment have attempted to address this concern but no progress has
been achieved to date.

Wes;side School 1is situated ;n a large open lot. The land
is bounded-on the back by a mgjor thoroughfare, West Avenue, and

on the front by a residential street, School Street.‘ The land

between West Avenue and the back of the school building is the

central playground or recreational area for the school and the
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neighborhood. During the school day, the children play in this
area at recess times and lunch periods. After scggol hours, the
area is used by the children who live in the Westside neighbor-
hood and by indi§idualsbparticipating in Capital City's recre-
ational department programs for sortball and soccer.

One large grassy area of the pléyground serves as a soccer
field. At eacH end of tﬁis field, there is a set of posts with
a crossbar. 'Théée wooden constructions serve as the goals in
soccer gameé. A chain-linked fence totally surrounds the soccer
field except for a small opening on the east side of the field.
Teis opening is the entrance and exit to.the field.'

To tﬁe north of the soccer field is an area marked-off by
large wood chips. Several swings and a climbing apparatus made .
froﬁ large thick lumber are located in this area. The swings
consist of large chains hanging down from a series of 2ross$ars.
The crossbars are attached to a large telephone pole which 1is
e%éased in a shaft cemented into the ground. The telephone pole
is free to rotate in the shaft. The heavy-duty chains are
attached to the ends of the crossbar and are free-standing. At
the end of each chain, a large used truck tire is attached.
Childrén climb all over the tires when they swing. The climbing N
apparatus serves as a jungle-gym. According to the school

principal, this play area was "designed, constructed, and paid

for by the Westside School parents group." Parents worked together
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on a series of successive $atutdays to builq the equipment I
/ / '

1

order to finance the conqzruction costs, several parents obtained-

- t

personel loans from a‘I/?al bank. The/construction of the play-f
/
| W

ground equifment resﬁlted because sqﬁe of the parents in the
/

-

/ :'
neighborhood had(;é&t the play aréas around the school were in-f

adequateifor the children. Tof;ssure that the equipment be loné-
lasting "natural materialsf were used. |

The area to the east of the pl' 2round equipment area is a
blacktopped section. At-the west!Znu of this area Q basketball
court with baskets is outiined in white paint. Also, on the |
blacktop area hopscotch ;;uares are painted. The school building
abuts the bl.._ktop area ind since there are no windowg in the
buildi.:. at thiv locatiouﬁ’he children are allowed to bounce
rubber balls against the side of the building. i

Two softball diamonds and an open field occupy the area
north of the'blacktoppe& section. One of the softball diamonds
is finely manicured and kept by fhe education departments gounds
maintenance personnel. This diazmond is used by both the children
during school times and by adult snftball recreation teams
during the evening hours. The other diamond is used by the
school's gym classes when the weather is pleasanti Most of the
open field area is not used by the children. The northern most

- srt of the field abuts the backyard of private homes. A chainvye«

link fence separates the school property from the pr;vate lands.
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The front of Westside School faces School Street. Thé front

yard of the school is divided into three segments. FirSt, there
is an area containing several large crabapﬁIe trees. In the

Spring, this area is trangfé}med into a woﬁderland of green grass
speckled with small pink épple blossomis. A é;mgnt walkway leads

to the front door of the school separating the second_segment‘from

“the crabapple trees. The second area is surrounded by a low

% -
hedge with a grassy area directly behind the hedge. Windows of

several classroogs face this grassy -area. ‘The third area is a
playgound for kinderga%ﬁen children. This kindergarten play-
ground, like the equip‘éit are§ in the back of the school, was
"designe&; constructed, | and, paid for by the parents group.”" The
difteren;es between the two a;;as are: a) the scale of the
equipment is smaller in the kindergarten area; b) the total kin-
dergarten area utilized is smaller; c) large concrete water mains
seryé as tunnels for the children; and d) a merry-go-round is
available for the kindergarten children to ride. A thain-linked
fence encloses the entire play area. This area was developed to
provide kindergarten children with a play area of their own so
they would not have to compete with bigger and older children
in play situations.

The wide walkway leading to ghe front door o. che schocl is
where children who are bussed to the school from the community of

Rochester congregate each‘mdrning before classes begin. The
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children are not allo;ed into the school until 8:40 A.M. ' After
the children arrive by bus, they mingle with their friends until
thg morning bell rings to signal the official start of school.
Meanwhile, the children who wglk to school are allowed to enter
Athe back playgsround and play until thel beginning bell rings. Each
day a different teacher is assigned "to patrol” the front walkway.
A common practice of the teacher "on patrol" was to stand near
tgggdoor &nd ;alk with a few child;eﬂ until the morning bell

rang. Some of the children who wait in this area engaged in a
little play ;ctivity. Occasionally, children initiated a game of
tag, but it was difficult to play because ;f the number of people
croweded onto- the walkway. Most children stood around ané talked
with their fg}gnds. .

A teacher was stationed at the front door each morning to
provide the children with supervision and guidance before they
entered the b;ildinga The teacher was preqent to facilitate an
orderly flow of children into the school and down the hallways
to the classrooms. Most mornings, however, the children charged
through tﬁe doors and down the hallways with little semblance of
order. The children were usually noisy and some of the children
continued to play a game they had initiated on the playground.
Once the children entered their classrooms order was usually .

LY

established by the classroom teacher.

46. .
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In—passing throﬁgh the front door, one enters a brightly
colored foyer area. On one side of the foyer is located a lighted
glass display case. During the course of the study, this display
case usually contai ied some artifects the school children had
made in their art classes. At times, there were pieces of glazed
pottery made by the children in the first and second grades. ‘At .

other times, the display case contained small drawings by the
. - L 4

»

children. The contents of the display case were changed often.
Also, along the blue ceramic tiled walls of the foyer other items
of the children's art were often displayed.

A stairway opposite the front door leads downstairs to the
gym area and eventually descends to the basement of the building;
The lunchroom, auditorium, and music room are located 1n the
basement area. The basement area is also used as a ''storage area
for Capital C;t§2§ education department." in addition, the base-
ment is used as a shelter in times of tordado warnings.

A long hallway exits off the foyer area. The hall is
painted‘a bright yellow color. There are several tan doors
leading off of the hall and into various primary level classrooms.
On each classroom door the name of the teacher and the numeer
of the room is displayed./ The hallway is lined with tan metal
lockers which the children. use for hanging their coats and

storing other materials they have brought from home.” Each locker

has an identifying number welded—{o 1t. In addition, many
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" rooms are located; Again as on the first floor tan metal lockers”

of’the lockers have name tags taped to them identif§ing the owher 5«-?
of the locker. In the entrance areas to the classrooms, artwork TR
the children have done .ig displayed.

\ At one end of the Q;llway a stairwell ascends to the second s%
floor.. The second floor is where the 1nter£ediate grade class- §

- i 4

line the length of the hallway. These lockers contain no name :

tags like those on the first floor, but have only a welded-on
identifying number. Most of the rooms on the second floor are
classrooms. There are three exceptions. First, the instructional -
materfgls cente;/library is situated at one end of the hallway.
This room contains boqgs, magazines, filmstrips, audio cassettes

and other audio visual materials and equipment for the children

‘and teachers to use. Next, the art room is located midway down

the hallway. All art classes in the school are conducted in this
roqm. Finally, a small room at the very end of the hallway serves
as a storage area for the extra copies of instructional materials.

This room is "off-limits" to the children.

- The Classroom

L] -_

The claasroom 6f interest in this study is ver& similar to
the other classrooms in the school. First, there is onlf one
entrance or exit. This entrance is located near the north end of

the room. To the right of the entrance theré is a small coat .

5
2
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" closet with some shelf space inside tne closet. The west walllof

the room contains two large sliding glass windows separated by a
'

-

- [ .
small portion of wall. At the end of each window, "tack board"

space completes the west wall. A blackboard occupies the entire

. .

north wall of the room except for a small tack board near the
coat closet. The space above the blackboard is left blank.

Another blackboard is hanging on the east wall occuﬁying approx-

#
imately three-quarters of the wall. The 6ther quarter of the ,=?
wall contains more tack board space. The south” wall is made en-

tirely of tack board from the ceiling to about four feet off the 3
fléor. A counter with shelving underneath occupies the space
\Bglow the tack ;oard azeﬁ. One portion of the counter contains

a white p;rcelain sink with faucets and a water fountain, or
"bubblgf." The wall space containing no objects is painted
yellow.\‘Qhe floor is tiled in a light tan color. The tack i
board spacgé\fre dark bro<:, bordgred with tan frames. Three
"banks" of‘whiﬁa\fluoresce lighés hang frém the white tiled
ceiling.

The £urniture in the room consists entirely of moveable
pleces (see Figure 1). The teacher's desk is a long light-colored
oak desk with matching wooden chair. This desk is located in
front of the windows. A four drawer gray filing cabinet is situ-
ated behind the desk. The children's desks are/grouped in five

docations around the room. The desks have light-colored wooden
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Figure 1: Initial classrooun organizational plan.
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tops. The tops can be raised on theip hifges so that the chil-
dren can store school materials inside. The base of the desk
and the legs are metal. Near the door a wooden filing cabinet
o <

known as the children's "cubby-hole" 1s 'located. One long table
sticks-out from the west wall occupying the space between the two
windows. This wooden table is used by the children'when they
write stories for the teacher. Anotheriipng.wooden table 1is
located at the front of the class and\is used as a place where
the teacher and children meet for reading instructions. A round
wooden table with metal legs is situated near tﬁe east wall black-
Soard. This table is used by.the children during spelling
instruction.

i’!EEach “tack board" in the classroom is occupied by the
childreri's work. These board spaces are brightly decor;ted and
are identifiable by a title representative of a content topic
the &#hildren are developing. For example, the language arts |
"tack Poard" 1s located ¢n the west wall near the north wall !
blackboard. This 'tack ;kard" is identified by the title "My
Pet." The children wrote stories about their pets and either
drew or took pictures of their pets and posted them next to the
stories. The science "tack bpdf&" on the south wall contains

the title "The Solar System." The topics in science are the sum,

planets and stars. The children poéﬁed pictures representing

R .




4 - each element of the solar system., Other tac. boards are sim—
larly designed. . |
This conclud;s the desctiﬁtion of thé setting for this
" gtudy - Caﬁital City, Westside neighborhood, gnd Westside School,
The next task is to describe t;;ﬁaé;;;;ch emﬁioyed to discover

the knowledge the inhabitants of the classroom possess and use

in learning and applying their reading skills in tﬁese settings.
’ -
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CHAPTER III

THE ETHNCGRAPHIC APPROACH

The purpose of this chapte is to provide a description and
analysis of the planning and implementation of a study employing
the techniques of ethnography. As was prgviously described in
Chapter I, the objective of the study was to d%;;over the cultural
iﬁowledge the teacher and children in one elementary school class- .

-7 room possessed and employed as regards the acquisiiion of reading
comprehension sﬁ;lls during reading instruction and the application
\ . .

of those rquing ﬁkills during social studies instruction. In- ;
cluded in the preéﬁntation of ghis chapf;;mis an explanation and
descriptibn of the processes employed in in{tiating the study, the
techniques and methods used to conduct thé study, the processes
used to gain entry into a teacher's classroom, an account of other
obstacles which were overcome’before the initial entry into the

classroom, and a brief overview description of the inhabitants who

were integral participants in the study.

Tools of Ethnography

¥ An investigator doing ethnographic field-word employs many
and varied tools and techniques to collect informetion. Observa-
tion is one of the techniques an investigator employs. An ethno-

grapher observes the behavior of the inhabitants in a natural

!
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setting. The tool of observation can be employed in two ways.

The first is known as non-participant observation. An etﬁqq-
grapher enters a setting and merely watches the behavior of the
inhabitants as they go about their daily routines. The observer
is set hpaft from the'iﬁhabitants in that there is little or no
direct interacgion between the two. Also, the observer usually
situates himself/herself at the back of a room or in a corner

;ut of the path of ipe 1nhabi¥ants. The observer does not
participate with the inhabitants. A second form of observation
gs participant observation. Tﬁe observer becomes an active
participant with the inhabitants within a se¥t1ng. The observer,
by becoming an active participant, atQZ%pgf to become accepted as
an inteéral part of the group. This does not mean the observer
assumes-the role of a native, but he/she participates with the
natives while still maintaining the observer's role.

In this study, the observer adppted both forms of observa-
tion. For exampie, when the rea@ing groubs met, with the teacher,
the observér merely observed and recorded the interactions and
behaviors of the 1nd1v1duals‘at the reading table. Each of the
thirty-nine non-participant observations of the reading group
sessFons was also tape recorded so that the exact content of
eacd group méeting was documented. Interaction and/or communi-

cation between the children and the observer were nog-existent

during the group sessions,- There were occasions, however, when

\
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the children and the observer did intePact and communicate to
complete a task that-had been assigned by the teacher. Situations
of this nature frequently arose while the chiliren worked on their
reading workbook assignment;T“Another instance occurred when the
children went on an overnjght field trip to a state nature pre-
serve. The observer went along on this trip as a participant and
as a chaperon. In this particular instance, the children and the
observer frequently 1nt3facted and participated together in
activities directed by the nature preserve guides. Also, 2n
opportunity was provided for some of the children and the ob-
server to share experiences at night as they lodged togethe. in

the same "bunkhouse." Other occasions of shared participation

between the observer and the children occurred throughout the

~

Another tool an ethnograpber employs to gatherhinformation
is the personal interview. The ethnographer arranges to speak
privately with individuals within the setting so that questions
about the culture can be answered (Spradley, 1979). Inre 'views
were a vital source of the informat.on-gathering proczss. - A total
of three formal in-depth interviews lasting about. one hour and a
half each were held with the teacher. These interviews were ar-

ranged at the convenience of the classroom teacher after the child-

B

ren had left school for the day. The interviews were spaced-out

over the four month observation period with one occurring approxi-
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mately every three or four weeks. The focus of the interviews
with the teacher was on the instruction the children had received
and the reading and soéial studies activities the classroom in-
habitants had participated in during the three or four weeks

prior to the interview. Other informatio.. about the operation of
the school and classroom and the abilities and programs of various
children was obtained from the teacher during informal conversa-

N

tions. Conversations usually occurred prior to the arrival of -
the children for the beginning of each school day.

In addition to the teacher interviews, twenty of the twenty-
six children in the classroom were interviewed at least once. A
total of thirty-four interviews with children were conducted. An
interview with a child, in most cases; occurred directly after
the child had participated with his/her reading group at the
reading table with the teacher. The interviews usually lasted
about twenty minutes. The schedule of the interviews was
designed so that a child would not be taken out of a learning
rituation in which the teacher was providing direct instruction
either to the individual child or the whole class. The content
of most i;terviews with ghe children centered around the
activities and assignments in which they had been engaged during
the readi;g and social studies instructional times.

In an attempt to understand further the reading program at

Westside School, informal conversations were initiated with

o6




several classroom teachers from various grade levels. These

conversations occurred usually before school began or during the’
morning recess period. In most instances, the conversations were
entered into to discover the procedures these teachers followed
to provide reading instruction. The discussions also elicited
vague descriptions of the reading content in many classrooms.
Finally, a two hour and forty minute interview was conducted
with Mrs. Leary, the school principal. Although she was not one
of the prime actors of interest, a great amount of time was spent

with her obtaining and clarifying information about various

‘ aspects of the community and school. ,The content of this inter-

view centered on the social characteristics of the community and
echool, how the reading and social etedies programs were selected
and implemented, and a generalxcharacteriéation of th teaching '
that evolved at Westside School. ' és chief educational adminis-—
trator, Mrs. Learf's knowledge and\understanding of the operation
of the school and of specific classrggm practices were sought to
provide an overal;‘;onception of reading and social studies
instriuction at Westside School.

A third technique employed by some ebhnogrephers for obtain-
ing information from and about a:group of people\%n a setting is
to collect samples of any documents shared by the iqpabitants.

The documents may take any form. The documents exchanged be-

tween the teacher and his children consisted of workbook pages,
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sheets of teacher-prepared-questions, tests, snd the like.
Copies of each activity page, workbook page and notice given to

the children was collected and saved.

Entry

Entry 1s a special problem for an ethnographer. Entry is
defined as making a personal .contact with an individual or group
of people that one wishes to study, and thereby gaining access
to the individual or group. Entry often becomes a problem when
an observer constantly surveyé, over a long period of time, the
social behavior of the individual or éroup he/she 1is studying.
Wolcotg%él971) claims that another problem of entry results be-
cause etﬁnographers usually lack an explicit statement of research
purposes, which may induce the inﬁabitants to become suspicious of
the observer's motives. -According to Wolcott, this condiéion is
especially prevalent in school settings because administrators
are very‘public-relations-conscxous individuals.

, In the present study, entry became an almost overwhelming
obstacle because of the reluctance of a classroop teacher to
allow‘an outside observer to enter the cla;sroom and remain in the
classroom for a period of four months. The study was near{y
scrapped because of the difficulties encountered in attempting to
gain entry. A |

Early in the design of the study, a 1ist of teachers who had

expressed an interest in participating in educational research
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was coépiled. The list of individuals was obtained as a result
of previous research endeavors of the faculty at a state univer-
sity.educational research center. One design objective‘was to
obtain the permission of ; teacher to allow an observer into the
classroom five days per week for three or four hoﬁrs per day over
a period of four months. -This request did not seem unreasonable
since ethnographers had previously entered and remained in schools
or classrooms fodfeven longer periods of time ’(Metz, 1978; Rist,
1973; Smith & Geoffry, 1968; Spindler, 1974; and Wolcott, 1973).
The design of this stgdy was constructed so that the teacher who
agreed to part..ipate would not have to alter his/her teachiné
style, or classroom arrangements, or management practices or any
other educational practices. The design was constructed to mini-
mize the infringements upon the teacher and the children in the
classroom. The only requirement for the teacher was to allow an
observer into the classroom during reading and social studies
instruction e;ch day for four months. An 1nterviewing‘schedu1e
was added to the des’gn only after the initial consultation with
and agreement by the classroom teacher. —

The first teacher contacted agreed to listen to the study
proposal and an appointment was scheduled. Upon arriving at the
school, the observer was met by the teacher and her principal in
the school lobby. After the initial introductions and an ex-

change of pleasantries, the three individuals adjourned to the
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'eacher's classroom where the study proposal was explained. A

detailed desctiption of the proposed procedures and the time
frame for the study were outlined. At the conclusion of the pre-
sentation, a discussion between the teacher and the principal
ensued regarding a logistical situation involving the tegcher's
sharing teaching responsibilities with another teacher in the
school. The principal appeared to assure the teacher that the
problem could be remedied. No further obptacles or questions
were posed.—

'yhe teacher and pripcipal indic;ted they were interested in
participating in the study. The teacher agree& to allow an ob-
server into her classroom and indicated sh; would wa}k tn
alleviate the logistical problem previously mentioned. A date
for the commencement of the study waérth aFranged, but the

teacher did indicate she would arrange a staréing time once the
logistical problem was remedied. :

Early the next morning, the teacher called to say, "I'm
sorry, but I've decided your study will take too much of my time."
She attempted to explain how ghe felt ,about the amount of time
the observer would be in her classroom, but finally alluded to the
fact that her principal had said it would b; too much time in the
classroom. Evidently the time factor had been a’serious consid-

eration for the principal, but neither he nor the teacher had

expressed any concern during the initial meeting.
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The process of searching for a teacher who would allow an
observer in the classroom continued. The name of a teacher in
another school was suggested and selected because:she had ex-
pressed interest in classroom research. Before contacting the
teacher directly, however, an appointment was made with the
sciool principal to discuss thévfeasibility of conducting the
study in the school. This approach was taken in hopes of elimi-
nating the possibility that_tue principal’ would object either to
the content or the time factor involved in the study after a
teacher ﬂgd consented. The principal was very receptive to the
study idea and arranged an appointment with the prospective
- teacher.

« The meeﬁ}ng with the teacher was very successful as she
fully comfrehended the direction of the study and the time factor
involved with the amount of observation requested. By the end
of the meeting, the teacher had agreed to allow the observer in-
to her classroom for the purpose of watching the behavior of the

classroom inhabitants during reading and social studies instruc=

tion. Arrangements for a beginning date were consummated.

The next morning, the teacher called to say that she had
reconsidered herwsoffer. She stated, "I'n faced with two severe
discipline problems in my class and an observer would represent
an even greater disruptive botential.“‘ The teacher proclaimed

a sincere concern for the children in her class as well as for

I
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the content of the study. Therefore, the idea of entering her
classroom was abandoned. Before ending the conversation, however,
the teacher stated that she and the school principal had assembled
ailist of teachers they thought might be interested in the re-
search proposql. The principal had éontacted a principal in
another school within the district and arranged an appointment

for the observ;é to discuss the proposed study.

From the outset of this next meeting, the prihcipal was
receptive to the study idea. He suggested the name of a teacher
who might be interested in the study, but 1ndicated that he could
not‘guaradiee her participation. The teacher was contacted,‘the
proposal was expiained to her, and for the third time a teécher
agreed to participate. Again, this was short-lived as. the
teacher called the next day to explain that she felt that the
interviews to be conducted with the children in the classroom
wogld infringe on their rights to privacy. After talking a few
minuteé: the teacher was assured that permissio; fqr the inter-
views ;ould be obtaingd from the pa:eﬁts a;d the children and
that those 1ndiv1du§19 wishing not to participate would be ex--
cluded trom the interviews. The teacher then indicated that the
observer would be present in the classroom for too long a period
of time. This ended the third opportunity of gaining entry into

a classroom.

s
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Although each of these attempts ;é gaining entry and acceés
to a classroom add little to the collectibn of information that
eventually took place, they do illustrate tﬁe\difficulty of ~- \
"gaining" access or entering an educational setting. From the
above descriptions, the conclusion can be made that some school
personnel do aot want an observer present in the school or class-
room for an extended period of time. Since each ;f the teachers
contacted was assured that changes in teaching style, classroom
management, or curricular content would nogipe required as pre-
cursors to participation in the study other apprehensions
possessed by each teachef?must have'been extremely strong. The
'study was designed to minimize ghé risks a teacher had to face so
as to maximize the opportunity of gaining entry and access.

A fourth attempt to obtain permission to observe in a
classroom resulted in success. ~The observer;s major professor
arranged an introductory meeting with tﬁe Westside School
'principal, the observer, and himself. The principal was a
personal friend of the professor. The friendship was firmly
e;tablished when the principal had been a graduate studert and
was enrolled in courses taught by the professort Once the
initial introductions were completed a discussion of the study
followed. The principal proclaimed an interest in learning about

the social bekavior of children and teacher and what transpires

during reading ~~d social studies instruction. She mentioned
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the name of a teacher who might &e willing to participate, and
indicated she would talk EB the teacher about this possibiiity.

A few hours later, the principal called to say that she had
arranged a meeting between the teacher and the observer. She
indicated the teacher had given a preliminary géieement to
participate. At the meeting, the teacher conditionally agreed
to permit and to participate in the study. The conditional
agréement was based on the one stipulation that the study be
approved by the public school district research committee. Once
the approval was received the observations could beg;n. Approval
was received shortly thereafter and entry finally had been
achieved.

Once the observations for the study were underway, the

'

teacher was asked in an informal conversation situation why he
had agreed to participate. He'résponded with what appeared to be
three well thought out positions or motives. These motives
which prompted the teache; to act in the manner in which he did
can be characterized as being opportunistic, self-motivating and
political in nature. First, he hoped to return to college at a
laéer date to obtain an advanced degree. He felt that at that
time he would be expected to do some school research and he

would need to gain admission to the schools. Therefore, as a
professional, he felt obligated to allow another the same

opportunity that he hoped to obtain. Second, the teacher

/
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expressed sincere interest in the proposed study. He was inter-

b
¥

ested in learning about the processes and procedures.children
employ while they learn reading skills. Also, he indicated an
interest in learning'about the perceptions children ?osses con-
cerning the reading instruction they receive. Finalﬁy, he
indicated that his decision to participate was basedion his
principal s request. He stated his principal had pointed out
that learning about ‘the elements which comprise the research
process would be beneficial to him when he decided to initiate a
research project. Regardless of the teacher's reason Or reasons,

entry was achieved and the relationship between the teacher and

observer promised to be one of mutual cooperation and learning.

Other Obstacles

Prior to the initial observation two additional obstacles

had to be removed. First, each child's parents were' to be

notified that a study was to be conducted in the classroom.

Parents were inféxmed by mail of the general content of the
\
study and were given the opportunity to request that their child
N\

not be included in the observations and interviews. Parents not

wishing to” have their child included in the study were asked to

return to the observer a rejection form which was attached to
the letter. Not one of the twenty-six forms was returned. The
only response received regarding a child's participation was from

a parent seeking a more in-depth explanation.of the study than

-3
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was provided in the letter. This information was furnished via

a telephone conversation. The second obstacle to be removed was -
to explain to the c'dldren the purpose of the study and account
to Lnem ior the daily presence of the observer. Four days before
the first observation, the Eeacher introduced the observer to the
class. At that time, the children were told that the observer
would Bé in their classroom each d?y "to watch what you do in
reading and social studies." Also, the éhildren were told that
the observer would talk to each child sometime during the four
months of the study about the reading assignments they were
completing. The children wanted to know why the observer was
"doing the étudy." The children were told the observer was con-
ductiag the study "to complete the requirements for his degree at
the University." Several times during the course of the study,

a few children questioned fhe observer again as to why he was in

the classroom and asking questions. The standard response was

that the observer was doing a study to complete the requirements

_for his degree at the University. After these ébstacles had

been cleared away classroom observations at Westside School began.
Inhabitants

The purpose of this section is to present a brief overview
description of the people who were integral participants in the

study. These descriptions are provided for the purpose of

|
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introducing the main participants. Consequently, the descriptions
are selective and in certain instances mere generalizations re-
flecting a group of people. In-depth characterizations of the
participants are provided in other sectio#s of this paper. The
people of importance to this study are: the clasg¥oom teacher

Steve Bell; twenty-six children whe‘ﬁere };aced under his guid-
ance for the school year; and the Westside School Principal, Mrs.
Mary Leary. | - o

Upon meeting Steve Bell for the first time one is likely to
be struck by the confidence and determination which characterizes
his speech and mannerisms. His initial handshake is firm and
tight. As Stevc talks and listens, however, he projects an easy
suile, from behind a full beard of light brown and reddish brown
hair. A !

During the course of the study, a conversation with Steve
was always easy to initiate.  He was willing t; discuss his use
of methods and materials or the abilities and work habits of
specific children in the classroom, or the expectations he had
for each child. Steve Bell expressed his opinions and feelings
openly with whomever he came in contact, children or observer.
During conversations about his teaching style and the subject
content, Sieve exhibited and professed a sense of self-assurance
that what he did or what he used to provide instruction was

appropriate for children. He was confident in his ability to
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assess the needs of the children and then administer proper
instruction to meet their needs. Yet, Steve was realistic
enough to realize that he was not going to evoke drastic!changes
in the ability of some of the children. For exwmﬁle, Patty, the
child identified by Steve Bell as the lowest reader in the class,
was.initially placed in a basal reader text with two éther chil-
dren of comparable ability. This proved to Qe a mistake because
Patty could not keep up with the~others in the group. According
to Mr. Bell, Patty "couldn't handle material both the writLen
workbook and the reading material.': Although _he expressed‘a
desire for Patty to succeed at the higher level, he realized he
had to reduce his expectations of Patty's ability and place her
in a more suitable basal reader level.

Mr. Bell was cognizant of the abilities of the children in
h%g classroom and attempted to meet each child's needs. He
tr;ated each chila as aﬁ‘individual and appeared to project
expectations of each child based on.his/her own abilit;. For
example, Angie was considered to be an excellent reader by her
peers, yet, Mr. Bell classified her as an excelleng.;Hdentifier
of words." Mr. Bell was aware that Angie could not reflect about
and talk at a level beyond what was written on the printed page.
She could not assimilate and synthesize 1nformafion from various

sources in order to make comparisons or draw conclusions, Conse-

quently, Mr. Bﬁll did not place her in the highest reading group

I
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even though her word recognition ability ind love of reading - -
were comparable to those children placed in that read aroup.
Mr. Bell treated the children very humanely. He aid not
speak in a derogatory manner or yell at the children. He often
showed he cared how tﬁ, ~hildren felt when they were placed in
uncomfortable or poteatially embarrassing situations. While
talking to a child Mr. Bell often placed his arm around the
child or reached out to touch the child in some way. This was
Mr. Bell's method of informing the child he cared. There wer:
many humorous moments in the classroom and although most of the
moments occurred at the-expense of the childéen a special sense
of compassion pervaded during most of the incidents. No one
child served as a continual scape-goat. In fact, Mr. Bell
appeared to select carefully the individuals and the appropriate
times for exposing a humorous event. During the course of the
school year, Mr Bell had identified those children who were
able to accept a joke at their own expense. The more sensitive‘
and easily embarrassed children were not used as objects of
laughter. As an example, there was the day Kevin had difficulty
at the pencil sharpener. Kevin asked Mr. Bell for a new pencil.
Mr. Bell handedrthe boy an unsharpened pencil and Kevin pro-
ceeded to the pencil sharpener to sharpen it. Kevin cranked
and cranked and cranked the sharpener frequently removing the

pencil to see that no point had been formed. As Mr. Bell watched
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he beghn to laugh, but to ‘laugh quietly enough so that none of

. the children in the class noticed the rituation. Kevin continued
to crank.the sharpener until the pencil was but a nub and yet ro
pencil point. By this time, tears were in Mr. Bell's AYes from Com
laughing so hard. Still none of the other children were aware of
what was happening. Mr. Bell fiﬂhlly called Kevin ove£ to his
desk and gave him another new pencil which had been pﬁ;sharpened.
Mr.‘Bell knew that Keviﬁ was a very sensitive child ?nd a con-
certéd cffort was ﬁade to spare the child from an gﬁbarrassing
situation which.was eminently funny. /

Mr. Bell not only knew the abilities and seg#itivities of
the childr2n but also was aware of the problems/éost~of them
faced at home. He often described the actionsf;f a child in
terms of the child's home situation. One ex§Ap1e of this was
Missy. Mr. Bell described Missy as“a very téoughtful and caring
child who was extremely patient with her peers. He attributed
Missy's patience and understanding to the fact that she often
cared for her mentally retarded little brother. Consequently,
Mr. Bell oftéﬁ placed Missy in situations in which she helped
children who were experiencing difficulty with a task. Mr. Bell

characterized and came to understand other children in a very

similar manner. When interacting with the children, Mr. Bell

was sensitive to and knowledgeable about each child in terms of

ability, interest, and home situation.

e
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Mr. Bell did I ve his demanding side, however. When he
made an assignment he ex,ected each child to complete the
assignment on time. When assi nments were not finished on time
the—chil@ren-facedAthe consequences. One day Mr. Bell was to
meet with the most advapced reading group of children. The
children were to discuss several chapters of a book which had
been assigned the week before. As the children weré called to
the front reading tab}e, Monica told Mr. Bell she had not
finished the assignment. Mr. Bell sent her back to her desk to
complete the assignment while tne rest of the reading group
members met to discuss the chapters. In addition to sending her
back to her desk, Mr. Bell sent a note to Monica's parents ex-
plaining the situation concerning their daughter. Mr. Bell
freqhently alerted parents that their children were not doing
or completing their assigned work. In cow.versations with Mrs.
Leary, the schoql principal, some parents had indicated to her
that they appreciated Mr. Bell's keeping them informed. Mr. Bell
tried to impress upon the children the importance of compléting
their work on time. F

One of the main goals Mr. Bell tried to achieve with the
children was to have them develop an independence to deal with

contingencies as they arose. In order for the children to make

decisions, he allowed them much freedom. When the freedom to

make decisions was abused, the children were made aware of their
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transgressions. An illustration of this 1nV01VQ%/the children

returning frém an art class. Most days when thé children returned

they were chattery. Usually, Mr. Bell asked ;ﬂe children té quiet

down before he began the next activity. Ong/day, however, he sat
J

at his desk and waited approximately five minutes for the chi

to quiet down. Once the children realized . Beli ;és"ﬁhiting».‘
for them, he explained in a rather calm voice that since they had
taken five minutes of his time he would take ssme of their time.
Then, he proceeded from desk to desk emptying on the floor the
contents of any desk that was messy. He explained that the child-
ren could pick up their materials during their lunch time. The
children sat in a state of disbelief but evidently realizing they
hau gone beyond their limits of freedom. The next time they came
back from art class, the room was totally silent with\the excep-
tion of shuffling feet. Other instances in which children vio-
lated the freedom; extended to them or could not handle their
independence were met with similar consequences.

Although the above is not a complete description of Mr. Bell
as a person, some of his essential personal qua.ities and teacher
characteristics are illustrated. A more in-depth description
and analysis of his teaching and relationship with the children
in his class is presented later in this paper. ‘

Twenty-six children shared the classroom with Mr. Bell. A

detailed description of each child would be nearly impossible
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and not very productive, but some geperal characteristics Are pre-
sented to provide an overall sketéﬁ“of the class.

There were eleven boys and fifteen girls in Mr. Bell's class.
The class was a mixture of sixteen fourth grade children and ten
fifth graders. According to Mrs. Leary, the composition of the class
was created because of the declininé enrollments in grades four and
five, and the impossibility of hiring a teacher for each grade level.

The decision to create this "multi-aged grouping was made basically

because of finances."

Mrs. Leary selected Mr. Bell to teach this
class "because I felt that he had the ingredients that could cause
a combination class to go. He's flexible, he's creative, he knows
his curriculum, he's a very child-oriented teacher."

Thirteen of the children lived in the Westside neighborhood
while the other thirteen class members were bussed from nearby
Rochester. The parents of the latter childfen paid taxes to Capi-
tal City's Department of Education for the right to send their child-
ren to Westside School. Thi? arrangement was consummated because
Rochester, a very small township, had not constructed or maintained
elementary schools at the time of the study. Therefore, the Roch-

ester residents sent one third of their school-aged children to

the Capital City schools to receive their education. The remaining

school-aged children of Rochester attended schools in two other

nearby towns.
Both Mrs. Leary and Mr. Bell classified the children, in

terms of general academic ability, as being above average. What
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this meant in terms of reading ability and the assigned basal
reader levels of each child was as follows: a) one child worked
in a third grade reader level; b) one child was reading in a fourth
grade level; c) thirteen children were working in various books
at the fifth grade level; d) six children were reading in a
sixth grade reader level; and e) five children had completed
successfully all of the levels of the basal reader program.
These five children were reading and discussing the content of
library books which were selected by Mr. Bell. The reading
levels of the children ranged from approximately the third\grade
level to above the sixth grade level. Most of the children were
clustered around the fifth grade reader level and above (see
Table 1).

As previously(mentioned, the, children in Mr. Bell's class-
room arrived at Westside School from two very different locations.
‘ Half of the children were from the Westside neighborhood, and the
other half came from the Rochester area. When the childr#n
entered Westside School they brought with them the friendships
they had established in their own communities. Consequently, there
emerged two very distinct groups of children. The two groups
transcended the grade level designations, however. Mr. Bell had
deviseu group arrangements which integrated the children. For
example, fourth and f£ifth graders sat and worked together in

groups arranged according to desk placements within the classroom.
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Table 1
E’ The Children's Assigned Reading Text

- Level-in-Mr. Bell's Classroom - - — - T e

!

. Children's Grade MacMillan MacMillan Text
Children Level Text/Level Readability
Patty 4 Endings/18 3

/

Matt// 4 Cycles/22 4

//
_Syéwn 5 Moments/25 5
;
Andrea, Birds and
Missy 4 : Beasts/26 5
CJ, Crystal, %
Christine,
Amy, Scott,
Tracy 4 Wonders/28 5
Angie, Mike 5 Outlets/29 5
Susie, Gini 4 Outlets/29 5
Holly, 5 Awakening/31 6
Jimmy 4. Awakening/31 6 %
Kevin;Doug 4 Inroads/34 6
Laura 5 Inroads/34 6
Paul, Josh,
Karl, Lezlie, h
Heather 5 The Yearling -
Monica 4 The Yearling -
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In addition, all the children worked together on various projects

within the curricular areas of reading, mathematics, spelling,

language arts, and science. There was, however, a division of the

children based on grade level designation$ in the area of social

studies. In this singular instance, fourth graders worked
together using their materials while fifth graders completed
different assignments in another group. B -
Although the formation of instructional groups was controlled
by the teacher, incidents occurréd within the classroom in which
the children e#hibited arrangements of self-imposed differentia-
tion. In general, the child}en from Rochester made efforts to
work together with friends from their community and to play and
interact with each other during recess and other times in which
‘they had a choice. On the playground during a softball game for
instance, the boys from Rochester almost always selected their

friénds from that area when forming a team. An intermingling of

boys from both communities occurred infrequently. Likewise, the

"children from the Westside neighborhood seemed to-interact and = _

work together more frequently too. During the personal inter-
viéws, sofie c;ildren were asked to name their best friends from
the classroom and invariably they selécted a child from their
own neighborhood or community. The children from one community

often expressed the feeling that they really did not know very

well the children from the other community. A possible reason
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for the existence of this situation was the fact that although
there were no visible altercations between the groups or even

between individuals from the groups a lack of communication and
{ . | interaction exieted. This is not meant to imply, however, that

the classroon was a cold unfriendly place. This was noT The Tase:

The‘laék of communication and interaction between the children
indicated that the children from one community had established

strong bonds with individuals from within their own territory.
e - £

The ties with members of fhe other community were less strong.

As regards academic ability, the only visible differentia-
Eion as to communify membership occurred in the reading groups.
According to Mr. Bell, such distinctions did not exist. He main-
tained that the children had been placed in their reading groups

based upon the results of a reading skills test administered at

the Seginning of the school year.' The 11;: of group plgcements
indicated that the children from the Westside neighborhood domi- ’ -
nated the upper reading levels. In fact, only one child from
— - the Rochester area was placed in the top reading group. The
middle level reading groups ;érércoméoséd exclusively of CBi}dren' S
from the Rochester area. Finally, an equal number of children
from each of the two communities occupied the lower level reading
groups. Based on reaﬁing ability, as perceived by the teacher,

/
- the children from the Westside community were judged more academ-

ically able to read than the children from the Rochester area.
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This may have been one of the fa;tors which contributed bocﬁ to
the selection of friends and to the membership of the student

initiated groups. A more in-depth view of the various réading
groups and other academically oriented groups will be presented

later in this paper.

Another individual of interest at Wesuvsfde School is the
Principal Mrs. Mary Leary. Although she was not observed direct-
ly in her position as principal, she did provide significant ver-
bal information concerning the reading and social studies programs
at Westside School. 1In addition, she exﬁ;essed her views about
the kind and quality oi\teaching the parents of Wesis;de School
expected ana the quality of teaching that emanated from the
school.

Mrs. Leary is a very personable woman. She was very recep-

H

tive to the idea of educational research being conducted in her

'school. In this regard, she was cooperative and willing to share

some of the most intricate detailsrinvolved in administering an
elementary school in Capital City. She had been the Westside
Principal for six years and in that capacity had instituted
changes in the educa-ional operation at Westside. Prior to her
service as a principal, Mrs. Leary served as a reading consultant
in Capital City's central office of education. Beforgﬁthat,

she worked as a first grade teacher in an elementary school. Mrs.

Leary had received‘her Ph.D. in reading from the state University

just before assuming her principalship position.
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'
f

!
In her six years as Principal, Mrs. Leary attempted to alter

the learning and teaching environments at Westside School. Onme

- of her missions was "to change the traditional philosophy to a

. degree and the picture the community had of Westside School. It

o .. was also a mission given to me by the Central Office (Superinten-

. dent‘s Office)." Much of the impetus for many of the alterations
was provided by the influential parents' group of the school. The
parents were very active and undertook many tasks to imprsve some
of the physical elements, such as the playground equipment and
student furniture, at the school. Furthermote, the parents ex-
pressed frequent interest in the quality of education that was
being provided. The parents and the school staff had "a strong
philosophy...of self-contained situation; meaning that the child-
ren stay with their regular teacher all day except for music, art,

- ~ and physical education.”" Consequently, when the idea of grouping
fourth and fifth grade children together in one classroom was
suggested, the parents became concerned that the children would

e — _

not receive—adequate preparation in all the academic areas.
\\

"They have a very old unsoé;I;;IEEfEd~£eﬁligg about what happens
in a combination classroom." Mrs. Leary met wit;\g;BGBE”oﬁ -
B - [ - \‘\\ “*
parents to reassure them that their concerns would be addressed, ’j\f\%T\“h‘
f

and the needs of the children at each grade level would be met. N

Mrs. Leary spent a great deal of time serving as a public |

{

relations expert disseminating all types of announcements and

RIC | 9
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information to the community ﬁoncerning Westside's educational

program. Althoug? some parents wanted reassurance that'their

children were receiving traditional education many others were -

concerned that the teachérs were too traditional in their ap- .
proach. In regard to this, Mrs. Leary developed the role of’
negotiator in attempting to implement changes in the educational
program. The negotiations often resulted in the maintenance of
tradition, however. The multi-graded approach was a case in :
péint. This change was proposed primarily because of economic
pressures, but it was also viewed as being beneficial to the
children.\ Mahy parents were not receptive to this idea, and the
commitment of the school faculty was almost nonexixtent. For
example, Mr. Bell experienced difficulty in establishing the
multi-graded approach because many parents insisted that their
children be provided separate graded content materials in social
studies. In another instance, Mrs. Leary attempted to negotiate
the creation of a gifted and talented program. ﬁEach Friday after-
noon time was set aside when everyone in the school would take
"time out". to work on a "creative project." This was an attempt
to encourage the teachers to view their instruction differently.
The program lasted but a short time because the teachers were not
committed to the idea. Mrs. Leary commented, "the enthusiasm for

the concept wore off because 1 was not always present to oversee

the activities.”

50 / -
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Another area of interest to Mrs. Leary has been reading in-
struction. Her involvement in reading curriculum transcended the

Westside Sch061 reading program. In fact, she served on a committee

"~ Reading, Program in Capital City's schools. Mrs.

philosophy concerning reading instruction revolves around three
notions. First, reading is a skill process. /That is, reading is
composed of many individual skills, and children must learn and
apply the skills. Second, teacﬁers must iﬁdividualize rgading in-
struction. The basic concept here is that teache?s must use mofe
than the traditional three reading groups toiadequately meet the
needs of all the children within the classroom. Finally, reading
is to be taught using a single text series instead of employing a
multi-text approach. Mrs. Leary claimed that teachers "individuﬁl-
jze more with the unitext adoption because it's causing us to have
more levels (of readers) ocd;rring within the classroom.'" Mrs.
Leary readily admitted, howev;r, tha; some teachers.at Westside
School "are still clinging tenaciously to the three group plan.”
She attempts to negotiate with many of the teachers to cﬂ;nge their
approach, but traditionai practices in the use of reading materials
and reading instruction appear to prevail.

In other areas of the curriculum, Mrs. Leary-has encouraged

/
teachers to use the "project approach.” This approach requires

teachers to set goals in specific topics of interest and provide
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a multitude of materials and techniques to attain the stated
goals. This approach was advocated because Mrs. Leary had ob-
served that the teachers relied too heavily on the use of text-

books, %Qpegiallz in science and_social studies. She attempted

to negotiate-“the "project approach" with the teachers, but the

»

majgrity of teachers ordered classroom sets of social studi °

/ .
tésts instead. Only Mr. Bell adopted a form of‘fhg/”ﬁ;oject

P
-

approach." e L,

Mrs. Leary attempted to alter the traditional image of West ’\

side School by hiring teachers who '"bring in a new and differen
4

approach to teaching than we currently had...." As teachers

retired from the 1¢ it Westside School, Mrs. Leary hired "a

so-called open classroom person at every grade level so that we'

had some more traditional teacher, maybe a modifiea traditional
teacher and maybe a really open classroom person at every grade

so that for those persons who wanted an cpen classroom situation

for their childre; th;y could have it all the way through West-
side." Mrs. Leary thought this concept had been achieved '"to a /
degree, but not completely." What she had succeeded in accom-
plishing was to bring in a 'variety of staff members who use a

different teaching style.... But the content of the curriculum

remained virtually unchanged. \
Mrs. Leary attempted to negotiate changeés but the education- A

al program in general appeared to be built around traditional \




ducational approaches. Mrs. Leary's efforts were summed up in

the following quote from the interview with her:

You know the funny part of it is people think that

if you're princip:1 of the school you know every-

thing that happens in a school. I hate to tell

you I'can't .say that. I do try to spend time in

classrcoms, but when I'm in the room things happen

differently than they did the day before or the

day after....

The above cursory descriptions and analyses of the ethno-
graphic method au. the inhabitants selected for this study has
provided background for the further investigation of reading in-
struction and the learning oi reading skills in an elementary
school classroom. The following chanter is an in-depth view of

the teacher's characteristics and processes and procedures he

emp'nys to teach children to learn and apply reading skills.

§3
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CHAPTER 1V

READING INSTRUCTION IN THE CLASSROOM

A logical step in the progression of trying to understand
and describe Fhe cultural knowledge inhabitants in one elementary
school classroom possess and usc relative to reading instruction
is to chgracterize the reading behaviors and activities of the
inhabitants during the “instructional pericds. To attempt to
describe Lhe behaviors and activities of each inhabitant in the
setting is impossible. Therefore, the following is a discussion
of three of the nine reading groups which exist in Mr. Bell's
classroom. A description qf each of the three groups of childrgn
is presented for the following reasons. First, each group repré—
sents a separate and different category of general reading
ability within the classroom. Second, each of the three reading
groups is described so as to illustrate the different teaching
approaches Mr. Bell employed to teach children specific reading
skills. Finally, the characterizations of each of the three
groups are presented as being representative of the behaviors and
activities of all the reading groups in the classroom. A trans-

cription of one instructional session of each of the tnree read-

ing groups is provided in Appendix A.
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General Procedures for Reading

Before describing the activities of each specific reading
gr-up, however, the general overall organizational patterns and
procedures associated with reading instruction as envisioned and
employed by *~. Bell must be known. '"Reading time" occurred each
day from 8:45 A.M. to 10:00 A.M.. During that time, the children
were expected to complete the reading assignments Mr. Bell dis-
pensed during the reading group sessions. In most instances, the
assignments the children were given consisted of reading a story
from their basal reader text and completing the workbook pages
which' accompanied each story. Sometimes, the children of one
group were asked to complete an "extra as,ignment." One example
of an extra assignment was to describe the story illustrations.
That task consisted of looking at each pictuge in the story the
children had just read and then locating a sentence from the
story text to describe each picture. Another example of an extra
assignment for‘the children was for them to write a short paper
or paragraph.detailing their understanding of the purpose the
author had envisioned in writing the story. 3till another ex-
ample of an extra assignment the children completed was to write
the "climax of the story" they had read. No pattern of frequency
was established for dispensing extra assignments, but most read-
ing groups completed one of the above assignments at least once

auring the course of the observational peried. If the children
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finish all of their assignments before they were to meet in
the reading group again, Mr. Bell encouraged the children to read
library books for their language arts and book report assignments
or to r~ad just for pleasure. Mr. Bell expected all the chi}dren
in the classroom to be reading duri?é th: reading time. //
After allowing the children three weeks at the begin ..ng of
the school year, "to get comfortable in the room," Mr. Bell admin-
istered a series of reading tests to each child,. The.tests were
criterion-referenced reading skills tests procured f;om the
materials provided in the MacMillaa R Reading Prog;am (Smith and
Wardhaugh, 1975). According to Mr. Bell, he had "two purposes in
mind when I gave these tests." The first purpose was 'to assess
the reading skill abilities c~d needs of the kids at various’
(reading) levels provided by the MacMillan R Program." The
second purpose was ''to see improvements or regressions' in the
children's reading abilities after being out of schonl over the
summer vacation period. As regarded the second purpose, Mr. Bell
sought information about the current reading abilities and l:vels
of the childfén so as not to relay too heavily upon a previous
teacher's judgment. The array of scores the children achieved
ranged from '"the low third grade reading level," MacMillan text
ievel seventeen, to "above the sixth prade reading level,"

MacY lan zext level thirtv six.

56




The MacMillan R Reading Program (1975) is a basal reader

t

program. The program consists of thirty-six specific levels of

)

reading. Each level is a separate text. The thirty-six levels
are grouped into six grade levels. For example, text levels

twenty-five to thirty are designated for use by children in the

~.
fifth grade. The content of the pYogram is based on the teaching

/
and learnipg of specific reading skills in the areas of decoding,

vocabulary development, comprehension, and study skills. Each of

the thirty-six text tevels of the MacMillan R Reading Program is
composed of a number of stories and poems appropriate for chil-
dren reading at a particular ability level. MAccording to the
authors of the program, the stories in a separate‘text ievel
have a specific range of readability. For example, text evel
twenty-five is the first text of the\fiffh_gfgag’I;Jéi. The
readability of the scories in text level twenty~-five may range
from 4.8 to 5.2 or some similar readability range. The read-
ability of the texts and consequently the stories are based on
the difficulty of the vocabulary and the syntactic difficulty,
which is measured »y sentence length (Fry, 1977). The MacMillan
R Program includes a workbook for each text level. The workbook

consists of written excercises to be used for learning and

practicing the reading skills which are contained in the Program.
In addition, the Program authors included a series of criterion=-

reference pre-assessments of reading skill ability at each text
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level. Also, a collection of practice worksheets based on the
Program's 1ist of reading skills is provided. The texts formed
the major part of Mr. Bell's classroom reading program.

Once the criterion-referenced tests were administered and

scored, Mr. Bell grouped the children into nine independent and

different levels of reading ability within the MacMillan R Read-

ing Program. The decision to place children together in groups

was based on the achievement and needs of each child as revealed

on the criterion-referenced tests. The following is a descrip-

tion of the composifion of the groups at the various reading

levels as the observations commenced. The reader will note that

the conventional meaning and use of the word ''group’ 1s not used

in this discription. Mr. Bell employed the term group to identify

the different reading text levels and the children's reading abil~

ity levels present in his classroom. Consequently, a group con- |

sisted of one or more individuals. The discussiorn which follows

is not to be perceived as a discussion of reading achievement,

since reading achievement is discussed at length in a later chapter.

This is merely an accounting of the group's membership, the

members' reading ability level, and the texts they are reading. .
One child, Patty, was reading at a "low third grade level."

She was reading from text level seventeen, Beginnings, of the

MacMillan K Program. Matt, the sole member of another group, was

working at a beginning fourth grade level, level twenty-two,
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Cycles. Shawn was the only member of another group. He was
reading at a low fifth grade level, level twenty-five, Moments.
Andrea and Missy comprised another group, and they were beginning
to work in a fifth grade level. They had just completed level

twenty-four, Moonball. Moonball was the last text of the fourth

grade level. Crystal, CJ, Christine, Amy, Tracy,.and Scott were
a group of children reading at a middle fifth grade level, level
twenty-seven, Signals. Another group consisting of Angie. Mike,
Susie, and Ginny was reading from text level twenty-nine, Qutlets.
This was a high .ifth grade level text. Holly and Jimmy were

reading from text level thirty-one, Awakening. Awakening was the

beginning text of the sixth grade level in the MacMillan R Pro-
gram. Another group, Kevin, Doug, and Laura, was working in level
thirty-four, Inroads. This group was reading from a middle sixth
o-ade level text. The remaining group in the classroom was not
reading from any text level of the MacMillan Program as the indi-
viduals of the group had completed successfully all of the skills
tests at the peginning of the school year." A discussion of three
of the nine groups is presented later in this chapter. Here, the
purpose is to outline in very general terms the content of a

reading group session at the front reading table with Mr. Bell.

A Typical Reading Group Discussion Session

While the children worked at their desks, Mr. Bell usually

sat at the reading table located in a portion of the northwest -
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corner of the classroom. It was here that he met with one read-
ing group at a time. Mr. Bell did not meet with eagh reading
group each school day. On the contrary, he attempted tb meet with
only three reading groups each day. Consequently, most reading
groups met two or three times per week while some groups met only
once per week. Each reading grgﬁp session lasted approximately
twenty minutes from the time tﬂé children were called to the read-
ing table by Mr. Bell until the time they returned to their desks
to complete their assignments.

Generally, a reading group session consisted of the following
tasks and activities. First, Mr. Bell called a group of children
to the froat-reading table. He usually identified a group by the
name of one of the memb:rs of the group or by the text the‘group
members was reading. For example, Angie, Mike, Susie, and Ginny
were members of one reading group. Mr. Bell invariably referred
to that group as "Angie's Group'. Once the children arrived at
the table with their reading materials, text and workbook, Mr.
Bell directed them to write another title for the story. The
story was one the children had read from their basal text since
the last time the group had met. Each child wrote a title on a
page stapled inside the front cover of his/her workbook. After
all children in the group completed the task, Mr. Bell asked each
child in the group to discuss the title he/she had selected. In

conjunction with the title discussion, a more thorough review of

g()
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the story ensued. Following the discussion, Mr. Bell asked the
children to open their workbooks to a specific page. Usually,

the page was a vocabulary pretest exercise which the children
were asked to complete. A vocabulary pretest consisted of a
series of sentences with open blanks and a choice of three words
to fit into each blank to complete the sentence. The words that
fit into the blanks were words the children would encounter as
they read the next text story. The children completed the pre-
test page by tﬁemsleves. Then, Mr. Bell and the children surveyed
the pretest together with the children making corrections of words
they had identified incorrectly. Next, Mr. Bell read the direc-
tions for each workbook page he expected the children to complete.
The pages weré designed to accompany the basal text story the
children were to read. Once the directions were read, Mr. Bell
tolC the children when the completed workbook pages were to be
submitted to him. He also assigned a date when the group would
meet to discuss the story. If an extra assignment was to be

given Mr. Bell made that assignment then. Mr. Bell dismissed the
group and the children returned to their desks to begin their
assignments. Mr. Bell then called another reading group to the K

front table and proceeded through the same process again.

The Yearling Reading Group

The intent is to describe in detail the activities of three

of the reading groups present in Mr. Bell's classroom. As stated
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earlier, each reading group was representative of all the reading
groups in the classroom. Therefore, three types of readers are
identified: a) appliers; b) tacit appliers; and c) non-appliers.
The characteristics of each type of reader is explained in the
context of the descriptions of each group.

Upon discovering that six children "had tested-out of the
prsgram," Mr. Bell felt the obligation to provide the six child-
ren with instruction and materials outside of the bsunds of the
MacMillan R Program. Thereforé, during the course of the year,
Mr. Bell selected specific "trade books'" (library bocgs) for the
group of children to read. At the béginning of the study, the

six children were completing the reading and discussing of the

book Caddie Woodlawm, by Carol Brink. Consequently, Mr. Bell was
in the process of trying to acquire enough copies of the book,

The Yearling, by Marjorie Rawlings. Mr. Bell hadiselected The
nggllgg-as the next book the group would read. Mr. Bell was
experiencing some difficulty in obtaiﬁiﬁg a sufficient number of
copies of The Yearling, however. One problem was that the school
librarian was able to lccate only three copies of the book in the
entire school. An additional two copies weére owned by Mr. Bell.
Therefore, Mr. Bell asked the children of the .group to bring a
copy of the book from home if they hac one. There was no response
to his request. After waiting three days for a response, Mr. Bell

purchased two copies of The Yearling at a local bookstore. Since
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the children were to begin reading The Yearling, the group assumed
the appellation, the Yearling Group and was called that for the
duration of the observational period.

The Yearling Group members were Karl, Heather, Lezlie, Paul,
Monica;, and Josh. Mr. Bell regarded those children as his "best
group of readers" and also considered them to be "just good kids."
The children also deemed themselves to be the best readers in the
classroom. They demonstrated their confidence when each child,
separately, was asked to identify who he/she thought was the best
reader in the class. Invariably, each child selected the name of
an individual from the Yearling Gfoup. In addition, members of
other reading groups identified members of the Yearling Group as
the best readers in the class. The Yearling Group members were
also the most vocal participants in the social studiesxinstruc—
tional groups. FEach Yearling Group member seemed capable of
reading the material presented, digesting it, and discussing the
congent of the material during class discussion times with greater
.understanding than other class members. Consequently, the
Yearling Group members often dominated the social studies dis-
cussions.

The first day the Yearling Group met, Mr. Bell did not
pussess a sufficient number of books for each group member to
have a copy. He indicated that arrangements were being made to

acquire two additional copies of The Yearling, but for the next
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day or so two children, "Paul and Josh, will share a book." There
was little discussion during the first group session since Mr.
Bell did most of the talking. First, he described the setting of
the story to the children. He told them The Yearling was a story
"about some people who talk differently from the way we talk."
He also indicated that the children were to read carefully since
the reading would oftenlbe "difficult because of the different
language and the complexity of the characters in the story." Once
that message was delivered Mr. Bell assigned the children the
first five chapters to read before the next group meeting. The
next session was scheduled one week from the initial meeting. No
other assignments accompanied the reading. Then each child left
the reading table and returned to his/her desk.

The day after the initial Yearling Group reading session,
Paul and Josh each received his own copy of the book. The two
boys no longer needed tu siiare a book in common. During the days
that followed the initial Yearling Group meeting, group members
were periodically observed during the early morning "reading time'
at their own desks with the book in their hands and turning the
pages. Many of the Yearling Group children did not spend the
entire reading time reading The Yearling. Instead, several group
members used their alotted time to go to the school libgary/IMC
to select a book éither for the language arts assignment or a

book for the biweekly book report. The time each member of this
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group spent in the library varied. So|e group members went toO

the library each day while others visited only occasionally. For

exarmple, Karl, Paul, and Josh went to. the library each day to read -

their assignments. They read their assignments while resting in
the "loft." The loft was an area set asjfide in the library for
children who wanted to read in quiet and soft surroundings. The
Zgi was a two-decked wooden structure. !'Throw pilles" h;d been

\'I
made for the deck and they served as comfdrt spots for the chil-

1

dren. Karl indicated that he liked to go ko the loft to read

"because it's too noisy in the classroom."| Other children ex-

pressed similar reasons for going to the library to work on their
reading assignments.
As long as the children were readingj selecting, or working
with a book during the "reading time" each d;y, Mr. Bell paid
\
little attention to-.the Yearling Group childAen as they worked.
In this regard, the children were left on thelir own to complete

their assignments. Usually, Mr. Bell granted|the Yearling Group
|

. . L. .
members one week to complete their reading assignments. Since
!

the children worked on their assigrments so we

11, Mr. Bell had no
need to reprimand any of the Yearling Group me%bers for not work-
ing. The childr. orked independently. Thatiis, they decided
on their own when and how much of their assign;ent they would

read each day in order to observe Mr. Bell's deadline for com-

pleting the work. That type of independence by Yearling Group
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members occurred not only in reading but also in all other sub-
ject areas. Once an assignment of any kind was made and a time
limit for completi .z the assignment specified, the children in
the Yearling Group were left on theii own to complete the work.
In most cases, Yearling Group members accoepiished their tasks on

time. Monica provided an example of one.exception, however. A
7/

reading assignment was made, but Monica became so engrossed with

/
7/

reading a book for her biweekly book report that she failéd to
complete The Yearling assignmiy{/by the designated time. As the
children approached the read%ég/table for their reading d~“scus-
sion, Monica informed Mr. Béil that she had not finished the
readings. ‘Mr. Bell sent Monica back to her desk to complete her

assignment while the other group members met to discuss the ccn-

tents of the readings. After the group discussion, Mr. Bell made

.arrangements to meet with Monica on the next day to discuss what

she had missed.

After the expiration of one week, Mr. Bell calied the Year-
ling Group to the reading table. Lezlie was absent from school
ghat day and her absence was so noted by the group members. Mf.
bell began the session by asking "....were there any impressions
o£ the book that you've had just so far in reading the first five
chapters?" Individually, each member was asked to respond in

some way to that question, while the other group memhers listened.

After all members had completed a response to the question, Mr.

Ib
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Bell rephrased the question, "Are there any othér impressions
e you got from the book or any other feelings from the book?" The
/
interactions, in response to the question, appeared to be sponta-
» neous. Each member $poke up when he/she had something tomadd to

the cenversation. in addition, each member was allowed to tat;\\\\\\
and complete his/her statement without interruptiou.
'/0nce the preliminary questions were asked and answereﬁ, Mr.
Bell themgasked a series of quéstions to try to reveal the per-
sonalities of the mstu characters in the story. He asked the
‘ children;tb identify the main characters and to say something
i about each character the children had met so‘far in the first five
chapters. For each answer, Mr. Bell requested\that each child
substantiate his/her answer ty'supplying a fact or detail from
the text. For example, Mr. Bell asked Mo%ics what she thought
____ﬂ,,,/’f——"_——"“;; the Forresters, one of the families in$the stoty. Monica res-
ponded, "I think they re just big creeps.wl Tr that Mr. Bell asked,
"Why do you say that?" The purpose of the question was to force
Monica to substantiate her answer with an ukservation she had
made from the text of the story. Mr. Bell okten used that ploy
to compel the children to relate the text of the story to the
opiuious théy ha&.formed as they read.
As the group discussion continued, Mr. Bell asked several

'other questions. For example, he asked the children to cite

what they thought to be a "humorous episode' in the story.

\ '
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Another example of a question was to ask the children to identify

\

"a scene from the story that is somewhat sad." After the children

made a few comments about sad scenes, Mr, Bell selected a brief

segment of one of the chapters he thought was sad and read it ‘ .
aloud to the entire group. After the reading, Karl attempted to -
relate the sad scene ﬁr. Bell had protrayed to a situation in

which one of his fellow classmate's pet died. For another stu- //
dent, Pgather, the scere Mr. Bell read brought back memories of a

scene she had read in Caddie Woodlawn. At that juncture, Mr. Bell

asked, "Are there any similarities between the two books Caddie

Woodlawn and The Yearliné?" The purpose of Mr. Bell's question

was to have the children make comparisons of the various situa-

tions they had encountered in théir reading. Then, Mr. Bell and
the'cﬁildren spent a considerable amount of time describing and

analyzing the similarities between the two books.

<

During the latter part of the discussicnﬁﬁith the Yearling
Groyp, Mr. Bell asked, "How many of you found ;he reading diffi-
cult?" The question was in response to Q‘point Mr. Bell had made
the previous week when he informed the children that the rsading
would be difficult for them. In answer to the question, Karl
stated, that the print in the book was small and that thel"charac-
ters aren't saying much.” Monica pointed out that she didn't

understand what some of the terms the characters used meant, Mr.

Bell followed with, "Yeah, the dialect and customs are somewhat
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difficult to understand too." One element whiéﬁ appeared to be

*

evident in all Yearling Group sessions was the attempt to relate
information obtained from the present readings and discussions to

knowledge acquired during previous sessions or -even previous

books. The Yearling Group members continually applied the know-

ledge and skills they had learned to present situations and con-

ditions.
The content of the discussion during this one reading group

session was presented as being characteristic of all the Yearling

I
Group discussion sessions. Mr. Bell asked the questions and the

The children, in fact, asked few ques-
s

children answered them.
tions. During the session referred to above, only one question

Monica's question was, "What is a sow?"

was asked by a child.
1 shouldn't

Bell's response was, "You should look that up.

Mr.
' All questions that were

have to be telling you what that is.'
related to vocabulary were handled in a.very similar manner. The

children in the Yearling Group were expected to seek out inde-
pendently unfamilar vocabulary and be prepared to discuss any and

all terms that arose during the discussion sessions.

Before the group session ended, Mr. Bell asked the children
to write down a few points he wanted them to glean from the next

reading assignment. Qe asked the children to locate the follow-

%

ing kinds of scenes in the next five chapters, six through ten:

"I want you to be able to describe a heartwarming scene....Can
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you find a scene that is comi;al or humorous? I want you to
choose a scene that you feel the author did a very good job in
describing the scenery.... See if you can locate a simile. And
see if you can find a scene that shows bravery." After making
that assignment, Mr. Bell indicated that the work was to be com-
pleted one week from the present session. Before dismissing thez

group members, Mr. Bell warned, ''Make sure you've read those

T,

cbapt@rs. This is a very thick b;zi and we're going to.move very
fa;t. So make sure you keep up." At that, the group members
returned to their desks. k

In summary to this juncture, several observa;ions about
reading instructio; for tﬁe Yearling Qroup members was made.
First, specific skill instructdon and‘practice was not identified
as such at any time during the group sessions. Next, the child-
ren discussed very little af the story auéng themsel;es. Dis-
cussion was initiated by the teachér,lﬂr. Bell. Finally, the
Yearling Group members were expectgd/to arrive at the front readT

ing table fully prepared to discuss the content of the assigned

readings. If a member was not prepared he/she returned to his/her

’
/

desk and completed the assignment.

At the conclusion of the last Yearling Group discussion
session, Mr. Bell gave ; teat to the children on the c;ntent of
the entire text of The Yearling. He described this activity to

the observer as ''trying to see if the children understand what
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we've been reading the past two months." The test was based on
Mr. Bell's conbeption of the reéding skills he taught during the
reading group discussion sessions. That is, the questions on the
test were‘presented as a reflection of the retding skills Mr.
Bell attempted to teach the children during the discussion ses-
sions. Mr. Bell considered the test to be the culminating
activity in the area of reading for the Yearling Group. A tran-

seription of the Yearling Group test is provided in'Appendix A.

Appliers of Reading Skills’ —

—

The children assigned to tﬁisYearling Group ‘were appliers of
reading skills. An applier was an individual who identified read-
ing skills. defined and/or described the skills, used the readiug
skills to complete assignments, and applied the skills indepen—
dently when reading materials for pleasure. All the members of
the Yearling Group were identified as‘appljers by virtue of the
fact that they possessed the following characteristics. First,
all of the Yearling Group members when individually asked to list
reading skills did so. For example, Monica identified one reading
skill as "getting the meaning of the story." She also referred to
"finding similes and cogparing things" as reading skills. Lezliz,
on the other hand, talked about sequence and "saying things in

your own words" as reading skills. The list of skills they pro-

vided Included the names of skills which were incorporated into
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the HacMillﬁn R Program as well as theéskills that Mr. Bell said

he taught. At no time &uring the course of the study did Mr. Bell

identify any of the Yearling Group activities or- assignments as
/ﬁskill activities. fé£:4;£; applie;s were able to identify and
talk about their reading activities as skills. Next, all the
Yearling Group members w;re capable of defining or explaining the
content ®f each skill. Once a child listed a skill he/ehe was

—

asked to explain what he/she meant by that appellation. Wi -hout

\

exception, The Yearlingvé;éup members Qéfe capagié of defining
ai;kill and in most instances provided an exampleiof the use of

\_ghg/skiiirto {1lustrate the definition. For example, Paul defined
ge;ting the main idea of a ;tory as telling "mainly what happens
in a chaptér;..or story.”" He useg an example, "your eyes are like
pearis" to define a simile. Karl gave aa example to define what
he meant by sequence. He listed the steps Jodi took to get help
for Penny after the rattlesnake had bitten Penny. Third, each

- child exhibited his/her coupetence to use reading skills by com-
pleting assignments both in reading and in social studies.
éinal;y, the children in the Yearling Group identified themselves
as cﬁildren who read a lot of materiéls on their own ou;side of
school. The children said they read‘"to get information and for
the fun-of-it."' They also indicated tt;at their paren‘ encouraged
them éo read at home "before bedtime and during free tige." A

further discussion of the appliers and their perspective of

102 -
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reading is provided in a later chapter. At this,poiﬁf it 1is
sufficient merely to identify the children in’the Yearling Group
*

as the appliefﬁ in Hr.,Beli's classroom and to specify the charac~
/ |
. teristics of an applier. \

Patty's Reading;crégg

A second réading group of interest in this study was Patty's
Group. Mr. Bell 1denti£ied each of the reading groups in his
class, except the Yearling Group, by calling out the name of one
member of the group. As regards Patty's particular group, Patty
/ was the only member of the group; therefore, the group was known
as Patty's Group. As will be seen in the foilowing descriptions
- Patty's é;oup was jﬁnsidenably different from the Yearling Group-
in several respects.
Before providing the explicit details céncerning Patty's
d@i“ Group, a brief historic:i d;scription and analysis of Patty's
placement in M;. Bell's'élassroom is presented. An understanding
of Patty's placement in Mr. Bell's classroom is essential in order
to comprehend the complexity of the F;:ding instruction in the ,
classroom. Mr. Bell and the school principal ﬁrs. Leary had
. agreed that sincé Mr. Bell was working with cﬁildren in a multi- -
graded classroom setting (fourth as well as fifth grade children)
only children judged to be capable of functioning in a "mulqi;

graded" environment were to be placed in his classroom. Children
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experiencing any form of learning or social adjustment problems
were not tJ be placed in Mr. Bell's classroom. Patty's placement
in Mr. Bell's class was a clear violation of this agreement.~ Mr.
Bell indicated that, "She 5Patt;) should have gone to Another
fourth grade class because 1 was supposed to get ;11 the children
who were...close to each other academically...she was too low."
Once Mr. Bell adjusted to the situation he, "readily accepteqfher
(Pétty) into my classroom." \ )
The mysterious placemeng of Patty into Mr. Bell's class
began during the first week of the new school year. On the first
day of school, Patty/was not enrolled at Westside School. She
did not arrive at the school until the latter part of the first
week. Since Mrs. Leary was out of the building when Patty and
her mother'arrived to register, Patty's initial plaéement in Mr,
Bell's class was made by the school secretary. Patty was placed
in Mr. Bell's class because agﬂthat time he had the least number
of children in his class. That 1s, in terms of a total number of
children when compared to the other classrooms at the fourth and
fifth grade level Mr. Bell had the least number of children. )
Consequently,‘he was to receive the next child to arrive in the
fourth grade. Mr. Bell related that neither Patty nof her mother
was asked about the possibility of any iearning problems. In

addition, Patty's records of transfer from the school she pre-

viously attended were not available. Therefore, without regard

- . ' /

104




%54
vy
Y

1t off pretty well." He stated further that he's ''sure everyone

91

- . .
for abllity, the school secretary assigned Pafty to Mr. Bell's ==

¢lassroom,

After only a few days in the clasa, Mr. Bell discovered that
Patty was "obvioggly at the lower end in all subject areas when

hd -

compared to the other children in the class." Mr. Bell brought - .

the discrepancy of placement to the attention of Mrs. Leary. As

a result, Mrs. Leéry;agreed to move Patty out of the classroom

and into another fourth grade classroom. Mr. Bell then objecté&
to that solution because the move ''would be }ather hard on her." // %
Mr. Bgll iyplied that the move would only upset the child and\ ,/ : f
provide a new learning environment to which she would have to
adjust. Therefore, Mr. Bell and Mrs. Leary agreed that Patty was
to remain in Mr. Bell's classroom.

In retrospect, Mr. Bell stated that keeping Patty in the room
"maybe ik's done some good. Maybe somehow she's picking things
up that maybe she wouldn't in another class." Mr Bell indicated
that he didn't think Patty had become an "outcastM or "feels
isolated" in the room and that "she and Christine have been hitting
in the class knows that she's lower than they are,‘but I don't
...feel she feels badly about herself.. She seems qomfortable in
the class.”

Ac the begiqﬂing of the year, Patty took_:he MacMillan R

Reading Program pre-assessments. Based on Patty's pre-assessment

~
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activities, Mr. Bell assigned her to a reading group with Matt.
Indtially, Patty and Matt worked from MacMillan text level nine-
teen. That was a lo;\fourth grade level text. But, according to
Mr. Bell, Patty could not do the reading. Conseqqently, he
assigned het to MacMillan text levelxgixteen. The new placement
was nearly two reading levels below hér actual grade level. Even
;t the lower level Patty made very slow progress. According to
Mr. Bell, however,'Patty had made progress in 'word recognition
skills and "I think her comprehénsi n has gbné up."

As stated earlier, Patty's Group operated altogether differ-
ently from the Yearling Group. Trying to characterize and ideal
or typical example of Patty's group, however, is di%ficult at
best. The reason for this is that Mr. Bell never seemed to
'folloﬁffhe same procedure or routines from group session to groﬁﬁ'
session with Patty. For example, -sometimes, he asked her to

write, using her own words, a title for the story she had read.

Another time, he requested that she begin reading the story

aloud to‘him.'_in‘the*lattéé 1né£é;Eé;"f;Ety“ba§ ﬁot féduiféa to
write a tigie at all. —Akd,!;t other times, Mr. Bell merely began
discussing the story with P;tty. Almost every time Mr. Bell and °*
Patty met for reading, however, a different approach was taken.

In response to the lack of consistent procedures, Mr. Bell

stated that for each story he had a different purpose in mind for

Patty. For example, when he requested Patty to real aloud, he
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revealed that-he was concentrating on her word recognition skill

needs. Mr. Bell indicated that the stories Patty read aloud had
' ) & . o

difficult words, and he was observing her ability to decode the .

words. Mr. Bell maintained that, "She (Patty) has more word

recognition problems than any of the other children." Another

reason Mr. Bell asked Patty to-read aloud was because "she's a £

low level reader and generally mnyeeling is that low level read- .E

ers comprehend better when they read orally." Still another

reason for asking Patty to read aloud, according to Mr. Bell, was
because "Patty has some difficulty with vocabulary and it's some-

\ »
what of a check on her vocabulary.". Although reading aloudiap—
peared to occupy a significant amougt of'Patty'é reading time at

the front reading table with Mr.'B$11, the fact was that in most
1ﬁgtances reading aloud for Patty iasted only a very few minutes
each group sessién}

During seVeraR of Patty's reading sessions, Mr. Bell organ-

ized the sessions around a series of questions. The questions

“were related to the content of the story that Patty had read.
When this approach was employed, Mr. Bell asked Patty to state
another.title for the story using her own words. He requested

that only after he cited the original title of. the story for lLer.

He usually allowed Patty"ample opportunity to devise a new title.

Once Patty responded, Mr. Bell asked, "Why did:you name 1t‘that?"

Mr. Bell also asked Patty questions about the characters from the

1
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story. The characters' names never seemed as important to Mr.

Bell as did the details about the characters' habits and actions 7 .
and their relationships to each other. In other words, through . S
a diécussion of the story's chardeters Mr. Bell expected P;tty to K
explain t?e éontent“of the story. On occasion when Paélisincot-
rectly st;tea a detail or was unclear about a fact, Mr. Bell
requested fﬁat she oﬁEn the tex£ and briefly read aloud from the
passage to clarify the ideas.

The average amount of time Mr. Bell spent diﬁcnssing the
readings with Patty was five minutes and ninef?gn seconds. On
the average, another one minute and forty-five seconds was spent
reading some part of a story either to clarify an idea, search s
for an answer to a question, or provide Mr. Bell with a means of
identifying her word identification problems. The average total
time Patty spent working directly with each s;ory was seven
minutes and four Seconds. This was considergbly less time than e
the average of seventeen minutes and seven seconds the Yearling
Group spent discussing the content of TheVYearlin;\x The average
minutes each reading Sroup spent discussing the readings with
Mr. Bell during the reading group discussion sessions are shown
in Table 2.

At the conclusion of the discussion activities with Patty's

Group, Mr. Bell proceeded to assign Patty the ‘MacMillan R

Program workbook pages which accompanied the next story in her

) ) 7
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. ' The Average Number of Minutes Reading Groups Spent

/ Discussing the Story Contents During Discussion
\ ‘

Group Sessions

Average

Reading Group Observations Total Minutes Minutes
" Andrea's 7 " 31.13 5.12
Yearling | 6 102.44 17,07
) Patey's s 26.35 5.19
, Kevin's . 5 . 16.45 3.21
Shawn's o 3 9.14 3.04
Matt's 3 15.09 5.03
\% : Holly's 3 14.26 4.49
| Gini's 3 9.57 3.19
Scott's 3 6.01 2.00
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reader. The procedure Mr. Bell followed in that endeavor was to
read verbatim of to rephrase in his own words the directions for
each page. Mr. Bell stated; "ngetimes 1 make all my own directions.
For example, if the direct}ons are long and complicated I generally
go through the direFt%oﬁ; in my ‘own wor&ing. I have found that

if 1 don't‘do tha:/ﬁg;y times they (chila;en) come up and ask me
how to do this eﬁge. Then I've got to say, to them well, why don't
you read it out loud? Or, I have to read it again to ;hem. So
1've found that by'reading the directions it saves time on my
part." Once a workbook page was assigned, Mr. Bgll asked Patty

if she had ;ny.questiéns.‘ Frequently, however, Mr. Bell did not
wait for Patty.to respond to!his question concerning her undex-
standing of the assigned page. instead, he continued reading the

directions for the next workbook page. | -

The werl! . nages Mr. Bell assigned to Patty consisted of

" exercises for learning and applying reading skills that the

authors of the MacMillan R Reading Progfam deemed essentiallfdr

children‘to“learn/to_read. Patty's workbook contained pages of

’

practice exercises in vocabulary skills,/word recognition skills,

compréhensiog,bkills. and study skills./ The greateat number of

- e

workpooﬁ exercises were in the areas‘of vocabulary skills and

1yofg/reco§gition skills. Pages of exercises in vocabulary and

‘ B : it
word recognition skills accounted for eighty-two percent of the

-

total number of pages in the workbook. Patty was required to
(

110 | /, '
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apply her knowledge of comprehension skills on only fifteen

s

percent of the total num%er of workbook pages. In most instances,
the assignments required that Patty read a word, sentence or
. paragraph and either fill-in-the-blank with a correct response or

\
circle an answer. Most of the skill exercises were not related

4

to or derived from the story that was assigned in the basal read-
er. The exercises were isolated attempts at skill instruction or
application. .
- During the course of the study, M- Bell'never regg;;ed,to
S the workbook exeréiseh as skills but instead labeled them as

"activities." For Patty, thejworkbook pages were the only formal
‘skilllinstructioa’thaf she received. In ;h;£ regard, the direc-
tions for thé workbook pages were read to her but seldom did Mr.
, ’ Bell provide examples of the skill activities. Mr. Bell did

L. .” attempt, however, to proyide instruction on reéﬁing skills
through ﬁhe qﬁestions he asked during the discussion portion of
the reading &foup meeting. But, his questions were related‘to
the skills he deemed important for the children to learn. The
skills Mr. Bell selected were not necessarily the skills pro-

. wided in the Haéﬁillan R Reading Program.” Also, Mr. Bell's skill
instructional procedures were véry informal. He did nog\identify /!
a particular skill as a sk111: Hg.p;esented one skill one day,

but often-did not ask the children to use that skill again in the -

/ succeeding readinghgroup Seséions. For example,-during the

111

|
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reading group discussions, Mr. Bell asked Patty questions with a
focus almosq—entirely on literdi events—-facts and details--from
the story. Patty was asked.very few higher level comprehension

questions, such. as making ébmparisons, making inferences, or e .
“g, \ i [ :
drawing conclusions from what was read. Patty did complete the
e -

-
~

workbook assignments. But, the entire process of assigning the )

>
b

. - /
/////”” . pages, reading the directions, epgtcomplet1n§ the exercises day

¢

after day appeared:to be a very mechanical process for both Mr.

Bell and Patty. ) . };

Aftet Mr. Bell finished assigning thg workbook pages, he

announced to Patty the date the :pages were to be completed and

\ | i

\ returned to him. In most Instances, Patty's workbook"pages were .

i

- . due one day from the :ime they were assigned. Mr. Bell also
announceg to Patty the dat; that they would meet at the reading
table to dlscdbsAthe next story. The latter date was also the
time that Patty was required to have completed the reading of the

» . enti;e sto;y. The next scheduled d;scnssion meeting was usuailg /

arranged foé two schoc;l days agter t\‘he current group session. ]

. . C
2 After providing all the directions to the assigned workbook pages ,

-y,

and answering ahy questions Patty may'have raised about the tasks

‘she was to complete, Mr. Bell dismissed Patty from the reading /

i

table. She returned tc her desk to begin working on her reading

assignments. '

T - -
.
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Differences Between the Yearling Group aﬁd Patty's Group

There were several factors present in Mr. Bell's classroom
which appeared to exert influences that created significant
differences between the activities and behaviors of the Yearling

Group and Ratty's,proup. Those factors need to be identified and

7

discussed.. First, there was a marked difference in the reading
abilities of the membérs of the two groups. The difference in

reading abilities may accouni, in fact, for a great number of the

other differences which were evident. Next, each of the two

groups spent a different amount of time discussing the content of

their assigned stories. 1In fact, the Yearling Group spent nearly

>

four times thelnnger?of minutes discussing the content of the
Similarly, the Yearling Group

aésigned stories than did Patty.

spent twice as many minutes in a reading &1scussion session than
did Patty, as shown in -Table 3. Several reasons for the rather
la;ge discrepaﬁcy in time 6rov1ded for 1nétruction was posited.
First was Mr.'Be}l's expressqd liking for the members pf the
Yéarling Group. This 15 not to say or 1m§1y that he -disliked
Patty. Mr. Bell 1pd1;§teg;frequent1y ﬁppt he liked the children
in the Yeariing Group. Héughowedthigjiiiiﬁg as he worked in the

* reading group situation througﬁ his manﬁerisms‘aggzlangﬁage‘usage

and tone. Second, Mr. Bell disliked using the MacMillan R Read-

ing Program. Explication of this fact is presented in the next

1 3

chapter. Suffice to say that since he did not enjoy working with

113\
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Table 3 - ;
- \ The Average Number of Minutes Reading Groups .
‘ Spent in Discussion Group Sessions Voo C
/ .
\
. ) Average .
Reading G\Qup Observations Total Minutes srMinutes v
Andrea's 7 . 78,03 . 11.09 /
Yearling 6 116.28 19.25
Patty's 5 - 58.19 11.40  *
Kevin's 5 . 47.12 T 9.26 .
Shawn's | ' "3 . 22.50 7.3 s
Matt's : 3 oo 33.32 11.10
Holly's - ‘ 3 23,24 . 7.48
. Gint's 3, T 3L.34 10.31
Scott's 3 S 26.17 8.46 '

-

-
e
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the reading materials, he did not spend a great deal of time
teacﬁing from them. A\third reason was the spontaneous responses
the Yearling Group members made. Spontaneous responses did not

!
occur in Patty's Group. | Each answer Patty provided usually under-

\
went several steps of explication. Whereas, answers of the mem-
* bers‘from the Yeafling Group weré usually completed on a first \E\
L ;
try. A fourth reason why Mr. Bell spent more .total discussion \\\\ :

time with4he Yearling Group than with Patty's Group was because

of the number of childten in each group. The Yearling Group had

six members while Patty's Group congfsted of only one member.
/(, . N ‘ =
A

iTherefore, an expectatioﬁ‘and assumption was made that Because of

!

;§the grea;er num§fr of-%éoup members the Yearling Group required
more discuséiogxtime.I/This—was Qot an appropriate assumption in
.this instance, ‘however. Aﬁother reading é}oup, Scott's Group,
also consisted of; six members. But, when the discussion times of
. w 7 '
the. Yearling Gn?up'and Scott's Group are compared, the Yéarling'
Group spent almost three times the amount of gime Scott's Group
spent in discussidn. A finai reason wae the n. ture and function
* ‘of the reading materials in the’ classroom. Whe readiri programs : ’
are used, which %ontaiﬁ workbooks and other publ%?hed practice
1materials, teachers feel compelled to us; and complete these ’w
materials. In q;der to fit the use of the materials ing? the
"o ' AN

alotted time for reading instruction however, some segments of « .o

the instructional procedures are forced to occupy less time.

e | s o
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é%nseqhently. in Mr. Bell's caaé,-the discussiPn of the‘%t?ry
content with Patty was limited\Bqé;us% he expendéd so mucﬂ time
reading directions and prov%@ing explanations coﬁbegning the skill ’
exercises in the workbook. The averagg%timeé spént receiving R

*directions during reading group éﬁ&cussion sessions are reported
in Table 4.

Another difference between the Yearling Groﬁ; and Patty's
Group was the number of interruptions which occqued during the
feading grougﬂinstruction with Mr. Bell. An interruptioﬁ for the
purposes of this study was defined as any break in work caused by

t

@ . an individual not present at the reading table. For example,

whén a student from the class arrived at ‘the reading table to

ask to go- to the bathroom or to make some other request, this -
was judged to be an interruption of the ;eading group. Another
érample onid be an interruption caused by the school office
ersonnel calling on ‘the loud séeaker system to obtain the hof

& .
Vo luhch count for Mr. Bell's classroom for the day. As regards

o~

- thgve interruptions, Patty's Group sessions., over the course of

thé* bservational time, were interrupted more than twice as many
times, as the Yeariiﬁg Group;meetinés. The average numbér of k
inter pfions per reading group discussion session are report%d‘
in Table 5. No specific reason for the difference is'available.
All of the conditions--tipe of day, special classroom and school
> .

events, and theAlike-at the times the two groups met with Mr.

-~




Table 4

The Average Number of Minutes Spent Receiving

Directions Per Reading Group Discussi?n Session

/
13

/
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, Average
Reading Group Observations Total Minutes Minutes
L :
Andrea's 7. 23.08 3.19
Yearling 6 5.46 " 0.57
Patty's ' 5 20.19 4.04
Kevin's ) .5 15.10 . 3.02
Shawn's .3 1.49 0.36
Matt's _ 3 5.15 1.45
Holly's 3 5.23 1.48
Gini's 3 8.48 2.56
Scott's 3 . . 4,45 1.35
2
L 3
* ) ”~
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Table 5 -
The Average Number of interruptions Per
Reading Group Discussion Session
Total Average
Reading Group Observations Interruptions - Interruptions .
Andrea's 7 31 . . 4.43
Yearling ‘ 6 17 : 2.83
Patty's 5 * 32 ' 6.40
+ Kevin's . ' 5 20 4.00
» ’ i ‘
Shaym's 3 ) 11 3.67
Matt's 3 - 21 - . -+ 7.00
Holly's ) 3 11 3.67
’ Gini's . 3 10 o33 - 0
Scott's * 3 .15 : ~5.00
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BeIi were similar.” The only possible explanation was that the
children in the classroom appeared to feel at ease when asking
questions and were permitted to seek out Mr. Beil even if they
were not a part of the instructional group with which he was
working, The numbérgyand frequency of interruptions did cause the
children working in the reading group to stop what they were
doing and to listen gg Ar. Bell while he answered a question or
provided some direction to a child, however. In most instances,
when a child came to the front_ réading table to ask a questiSn,
the child did not wait for a break in the conversation between
Mr. Bell and the reading group members before interrupting. On
the contrary, the child usually asked his/her question, causing
any other speakér, on most occasions, to stop talking and to
fﬁsten to the question and Mr. ggll 8 answer<’ ?esumption of the
reading group activities was often delayed as both the teacher
and the children had to recoup their thoughts and attempt to re-

;sume their discussion. =~ On several occasions, when Patty's Group

was interrupteo'in>tnefniaaIe‘of’a'thought on a sPecific topic..
" ghe found it difficult t;;xesume the discussion. In fact;iwhen
the uiscussion did resume the topic often changih even though

the previous thoughts'wel:"'e not explored comnletely. This concept
of interruptions is preaented‘ftom the perspective of the teacher

:'and the children in later chapters.
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The Non-Appliers of the Skill of Reading

Patty was a non-applier of reading skills. A non-applier
was identified by three chg;ncteristics. First, a non-applier

was an individual who was unable to identify or name any specific

. reading skill. An example of a specific reading skill was any

skill containe& in the MacMillan R Reading Program such- as deter-
mining séguenya,,drawing conclusions, identifying yariant sounds
of consodhnts,‘ﬁ}on9uncing consonént blends, and the 1like. In

addition, a specific reading skill was any skill that Mr. Bell ®

taught during the reading grodp discussions such as getting the

main idea, drawingrinferencés, evaluating characters and the like.

A second characterisqic of u non-applier was inability to define
or describe a reading skill. fo define a specific‘reading skill
an individual used an example, recited a definition he/she had
learned or provide{‘a definition using his/her own'words. The

third" characteristic of a non-applier was/the inability to apply

the specific reading skill or skills not/only to reading assign-

‘» ments but also ‘to.assignments in ccnte7é areas such as soclal

dies. Patty QQgggdi_;hé;gg;x_indi‘;dﬁalinMr;Bell's class-
room possessing these characyerisfiqs. She was representative of
all the non-appliers in the cfdbsyoom, however. |

. Paffy Qas designated a noqfhppiier because she possessed

each;of the following attributes. First, when Patty was asked

to name.or list a:specific féading skill she was unable to do so.

106 .
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1

Even though the question was asked directly after she received
instruction in the use{of skills in the MacMillan R Reading Pro-
gram from Mr. Bell, she was unable to name a skifl. Second,

i - .

Petty was incap?ble of providing a definitica of a specific skill.

In fact, she was unable to describe a reading skill even after

_ the skill was identified for her. Third, Patty did not use the

' reading skills she-was exposed to in her reading group. That is,

ghe exhibited limited reading ability in her reading group. Patty
had some specific word recognition difficultieé.. Also, her
ability to comprehend was liqited to understanding the literal
meaning of tge printed word. Consequently, Patty exhibited
1imited ability to participate in a discussion of the content of

a ste;y; As regards her tea@ingxgroup, she had difficulty an-~
swering the euestions Mr. Bell asked. In addition, Patty did

not participate in the social studie; content area discuesions.

wWhen asked why she did not particigate in the social studies

discussions, Patty stated that she’ did not understund‘fhe conr -

, tent of the assigned social studies materials. A further ‘discus-

sion of the non—appliers in Mr. Bell's classroom and their

perspective of reading &s provided in a later chapter.

K]

Andrea's Reading Grgug

The third reading group to be described and analyzed in this

study is Andrea's Group. Andrea and Missy were the only members

-~

™ . . 2 9% ¢ X "
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. of the groub. Since Mr. Beli continually addressed the group'as
"Andrea's Group" that is how it is identified throughout'this
paper. In terms of rehding ievel of the HacMillan'R Reading Pro-
gragl\ffgrea's Group.was reading at a beginning fifth grade level,

1eve1~twen£§:six, Birds and Beasts. The activities and behaviors

.of the group during reading instruction-with Mr. Bell ywas vefy ) i

similar to the activities of Patty's Group. Some varigf?%ﬁs did B

o
3

+ exist, however. %
= %

Mr. Bell called Andrea's Group to the front reading Eible.
After artiving at the table, the first thing Mr. Bell asked
Andrea and Missy tb do was to write a title for the ;tory they
had read. He stated, "Write a title you:would choose to give the -
story if you';ere the author." Once sufficient time was alloted
. to accomplish the task, Mr. Bell asked each child, "What title
did you, give the‘seleéfion?" Invariably, a discussion of the a ji:
title;ihéices developed iﬁto an in-depth discussion of the entire
story. ;The children did not di;cuss>the ﬁitles aﬁonq-themselves
but ohly with Mr. Bell. Mr. Bgll'S'purpo;e in requesting the
¥ : children to rewrite the story title in their oﬁﬁ words was to .
observe their ability to decipher and recongtruct the main id;a : T
of the story. He explaiied, "Generall&lwhen you rewrite a title
my feeliﬁg is it's the main 1degl..the§ nnder;tand yhat was |

going on in the story." Tonsequently, Mr. Bell used considerable

time and ener"gy if the reading group session to have Andrea's

L5

o
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Group explore and describe the main ideas of the stories they had

read.
Once the title was rewritten and the ensuing discussion
about the title completed, the discuksion usually shifted to

-

questions concerning the setting of the story, the main charac-

y
v/
s

ters, and the author's purpose for writing the story. For exam-

ple, many of the questions Mr. Bell asked during the reading

/
’

discussion sessions required the/éhildten to relate how they

felt about a particular charactér in the story. The qﬁestions
did not evolve into simple literal answers obtainable merely bx
reading t'~ story. On the contrary, the children were required
to make inferences, comparisons, and judgments about the quali-
ties each story character possessei. In order to answer Mr.
Bell's questions about the characters, the reading group partici-
pants incoréorated the information they gained from reading the
story with the background information they had obtained from
their. real-1ife experiences. To all ;fitb*s, the part-cipants ~
in the reading érzup included the inner feelings they generated
about the characters. Frequently, Mr. Bell expected Andrea and
Missy to put themselves - the place of the main character and
explain how each 1;%1§idual felt or what ea;h child did in the
story. No mattgr_whaf apswers the children provided, Mr. Bell
required both Andrea and Missy to provide some form of substan-
tiatiop for any answer which became part of the reading group

o

discussion. 8

\
N
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Another type of question Mr. Béll usually asked Andrea's
Group was,'"What was'the author's purpose %p writiﬁg this story,
do you think?" ' Once one child answered the question, Mr. Beil
invited another group participant ei@per to defend the first .
child's answer or to provide a more elaborate description as per-
tained to the original answer. Sometimes a group member provided
a contradictory answer. These were the only situations in which
any form of ethange between the reading group members occurred.
The discussions that occurred usually transpired>between Mr. Bell
and one child in the reading group at a time. Mr. Bell did not
Qppear to encourage or even establish an environment for the
childr;n'in the reading group to discuss, agree, or argue with
each other during the reading group discussions.

One factor not evident during Andrea's Grdgp reading dis-
cussion with Mr. Bell was the occurrence_of rea&ing aloud.

During the entire observational period of this study, Andrea's
Group did not read aloud to Mr. Bell. In respons; to ‘that Mr.
Bell merely 1nd1cate&‘that Anq;ea's Group was not in need of

that type of instruction. ‘ ‘ -

The average group discussion times for Andrea's Group was
representative of all the other reading groups in Mr. Bell;s
classroom. All reading discussion groups working at the fifth

and sixth grade levels of the MacMillan R Reading Program

discugsed their stories on the average ive minutes and two

124
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seconds per group session. Andrea's Gréup spent, on Zhe average,

five minutes and eleven seconds discussing the contént of their

stories with Mr. Bell. That average was very siﬁilar to the ’ E

average amount of time Mr. Bell spent discussing the content of‘ %

the stories Patty's Group read. A large discrepancy remains, how- ‘

ever, between the average tiﬁe for discussion expended in the 1 \

Yearling Group sessions and the average :mount of time Andrea's

Group spent discussing the stories. The discrepancy 1in_terms of

minutes spent discussing the content of the stories was on the

magnitude of a four to one ratio in favor of the Yeérling broup. -
The next task for Andfea's Group was the workbook exercises.

Once the discussion session ended, Mr. Bell asked Andrea and

Missy to open their workbooks to the next vocabulary pretest

page. The typical vocabulary pretest in the MacMillan R Reading

Program workbooks consisted of a ser..s of sentences with an

underlined word in the sentence. Beneath or at the conclusion

of each sentence a choice of three words was provided. The word

.

underlined in the sentence was a word which the children would
meet in the next story they read. The textbook aut:ors presented
that word as a word the children had not encountered before in
their reading of any of the stories in ther various levels of the
MacMillan Program. The words presen*ted as answer choices were

thought to be werds which were familiar to the children. That

is, the words were frequently read while reading the stories in

+




the basal rgader texts. A child completing the exercise selected

cne of the three words which meant the same as the underlined

word in the sentence. Andrea and Missy always completed a vo;;B-

ulary pretest before they read the next story in the basal reader.
Frequeptly, the children began working on the pretest page without .
being given any directions by Mr. Bell. They worked silently and

by themselves. Mr. Bell allowed the children sufficient time to \\
answer all the pretest items. Andrea's Croup took, on the average,
two minutes and twelve seconds to complete a pretest exercise.
Then, the group members, under the guidance of Mr. Bell, fead
aloud each question and answer to the pretest. Mr. Bell ;eiqﬁked
who was to read each item. In most instaﬁces, he alternated his
choice between the two childéen for reading the pretest items.

If a child discovered she had made an error on tﬂg pretesé by
selecting an inappropriate answer she was to correct her mistake.
Beyond having the children read thg correct response to each pre-
test item, Mr. Bell sai&\nothing about the vocabulary words on

the pretést. Also, Mr. Bell did not assign a grade or even

check how well the children had done on the pretest.

A¥fter Andrea's Group completed the vocabulary pretest exer-
cise, Mr. Bell began to read the directions or in some instances
even provided his own directions to the workbook pages that the
members of Andrea's Group were to complete. The workbook pages

accompanied the basal text story Andrea's Group would read. The {

126 :
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assigned workbook pages had very little direct relafionship to
the story, however. That 19,‘the children completed the workbook
paées without reading the stofy. When reading the directions,
Mr. Bell provided very few examples illustrating the skill or
skills to be taught or used in the exercise. As with Patty's
Group, Mri Bell sometimes stated his own directions becauée the
dirertions provided in the workbook were "too long and cpmplica—
ted." Mr. Bell expressed the feeling that the author's direc~
tions wnly confused the childre&.

\ - Although Mr. Bell did provide Andrea's Group with directions
for ;ompleting the workbook pages and did requ}re the group
members to complete most if not all the pages in the ﬁdfkbook,
little time was séent instructing the children on the content of
the skills, how to use the skills,and in the practice and direct
application of the skills. Children working on one skill appear-—
ed to be a one shot experience. Instruction in how to use a
dkill whiéh was present in a workbook gxercise page occﬁrred
through the teacher's reading of a set of directions, fractice
of the skill did not occur beyoﬁd the workbook exercise. The

use of the workbook pages appeared to be very mechanical witﬂgno
purpose or goal other than to be able to say that the wopkbook
pages for a particu;ar basal reader level text were completea by

the children.
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The content of the workbook for Andrea‘s Groué was composed
of the following types of exercises. First, there were vocabu-

lary pretests which constituted twenty-one percent of the content

“of the workbook pages. Next, exércises requiring children to

learn and practice word attack or word recognition skills com-
prised twenty-eight peécent of the workbook pages. Seventeen
percent of the workbook exercises were concerned with comprehen-
sion skills. Finally, more than thirty-four percenf of the worké
book pages consig;ed of st;dy skills exercises.

When comparing the workbook contents of Andrea's Group with
Patty's Group, two signifigant differences in the content were
evident. First, the workbook Andrea's Group used contained a-
larger percentage of pages for the learning and practice of study

3

skills. Some?examples of the study skilli exercises were: using
the card catalog; reading maps; using a table of contents; using
the newspaper; and reading diagrams. Second, the workbook pages
for Andrea's Group. contained more comprehension exercises such as
identifying cause and effect, following sequence,‘drawins con-
clusions, and the like and fewer vocabulary exercises. One rea-
son for that was the MacMillan R Reading Program authors main-
tainea that a higher conc;ntration of comprehension and study
skill activttiesgiere essential for the children to learn as

the higher levels of reading were apyroached (Smith & ﬁardhaugh,

1975). Andrea's Group was reading nine basal reader text levels
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above Patty's Group. Consequently, Andrea's Group was exposed to

a higher concentration of comprehension skills and study skills

than wos Patty's Group. N . *»
After all the workbook pages were assigned to Andrea é;»

Group, Mr. Bell then assigned a date for the workbook pages to\be

completed. As with Patty\o Group, the workbook pages were’EZ\SZ\“

completed and submitted to Mr. Bell by the end of the next school.

day. Then, the pages were correctedvby ﬁr. Bell and placed in the

children's "cubpby-hole." At no time during the entire observa- -

*tional period were the workbook pages of any child reviewed in

3

-~

a reading group session.

Along with the assigning of a due date for the workbook
pa;es, Mrt Bell also designated a date when the group would meet
to discuss the story they were to read. The title of the next
story the children were to read was seldom named. The children
in Andrea's Group, for instance, knew :he location of the noxt’
story in their basal reader text.»»Mr. Bell marely'told the cﬁild-
ren, "read the next story." The second date Mr. Bell designated
was usually two days after the previous reading group meeting
for Andrea's Group. That is, the children had two days to read
the story and be prepared to discuss the story with Mr. Bell at

the'readioé table.

~

Before dismissing Angrea's Group, Mr. Bell sometimes assign-

ed the children of 81e group an extra assigment.r At the
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beginnihz of this chapter, iﬁe con;épt of i; extra assignment was *
cxplainéd inrfull, and that explanation ngeﬁ not be reiterated . ;
heret ’Duriné the obsetvationai period, Andrea's Group received
only one extra assignment. The assignment cdnsisted,ofAcomplgt- -
4ing the {1lustrations of the story "Five Degrees From Polaris."
Mr. Bell gave directions to the children, "What I want you to do "
with the story is to select i sentence on the page that would fit
the illustration."” That assignment was also dué "on the same day _
as your workbooks are due." "Most of thé reading grouﬁg in Mr.
Bell's classroom were assigned extra aésigpnents to complete.
Patty's Group was an excegg;nnw"At no ti;e, in fact, was Patty'sn
Group given an extra aegignnent. Mr. Bell's reason for that was
that Patty g*perienced enouéh difficulty and took so much time
compfeting the reading and workbook assignments she received.
Once the reading assigmments were provided, the children in
Andrea's Group were dismissed from the reading table and returned
to their own desks. Reading instruction for Andrea's Groub was |
completed. The children then used the time allocated for class-
room reading to do whatever reading activities they.desired. »
There was no pressure to begin the next reading assignment imme-
diately, but in most¥instances, the children did begin to work on
the next assignment. Sometimes however,Andrea and Missy chose to
go to the library to sesk out a book for the bLiweekly book re-

port. At other times, they went to the Pibrary just "to browse

aiong the shelves."
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The Tacit Appliers of the Skfl} of Reading
The children in Andrea's Group, Andrea and Missy, were tacit

appliers of reading skills in Mr. Bell's classroom. A tacit

'applier was an individual possessing the following characteristics.

First, a tégie/iigiier was unable to name a readtng'skill on

his/her own. When the name of a reading skill was provided to thqﬁﬁ-

-

individual however, he/she indicated that he/she had heard the
name of the skill before. Anotheér characteristic was that even

though the individual had heard of the skill he/she was incapable

" of describing the skill or ascribing meaning to the skill beyond .

theirééognition of the skill's name. A final characteristic of
the:tacit applier was the most perplexing characteristic of all.
A tacit applier was capable of using and'applying the skills of
reading with consistent regularity so as to complete reading and.
conFent are& assignments. The evidence that a tacit applier was
in %act using and applying reading skills was plentiful. First,
he/she was reading at or above grade level in the MacMillan R
Reading Program. That is, each tacit applier was reading in a
basal text at a level equal to or greater than his/her actual
grade level. A tacit applier passed the workbook skill pre-
assessmerits appropriate for his/her actual grade level and con-

tinued to work in text materials at or above his/her actual
/
grade level. Second, he/she progressed’gc an even pace through

the basal reader levels. A tacit app;ier was acknowledged to be ‘
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making progress when he/she had successfully completed more than
tﬁfee texg levels within the MacMillan R reading Program while in
Mr. Bell's ciassroon. Third, déring the reading group s7gsions,

a tacit applier answered questions which probed beyond t/he literal
comprehension level. Tha; is, the tacit applier was cqéable of
making inferences f;pm thé content of a story, providygg evalua- |
tions about the story, and exhibiting an appreciatiod/and under-
standing 65 the characters in the story and the author's effort

in writing the story. Finally, a tacit applier wadﬁaﬁ‘individual
who completed.his/her reading assignments in the social studies

content area and participated in the social stud es group’ dis-

cussions.

/
/

Anqrea and Missy wefé not the only tacit appliers in ﬁr.
Bell's classroom. A total of seventeen child}en possessed
similar characteristics and were judged to be tacit appliers. The -
seventeen tacit appliers accounted for sixty-five percent of the
children in Mr. Bell's classroom. The tacit appliers were by far
the largest percentage of chi{dren in :ﬁe classroom. Twenty-three
percent of 8ix childgen were judged to be appliers oé reading
skills. An additional twalve.percent of three children were
recognized as non-appliers of reading skills.

The above presentation concludes the description and ana}y-

sis of the behaviors and activities of the three categories of

readers in Mr. Bell's classroom. An attempt was made to describe

1
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each type of reader by focusing attention on the behaviors And

activities of thr;ee representative re‘ading groups from the class-

room. With the selection of only three groups some very signifi- )
cant understandings of the reading prc_»ce_s.s which occurred in Mr.

Bell's classroom may be lost. In the next tu? chapt;ers of thié

study, an attempt is made to account for the, possible loss of

understanding by describing and analyzing the reading process

first from the perspe ive of the classroom teacher, Mr. Bell, and

-

second from the perspective of the children in the classroom.

/
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CHAPTER V

-

, ' ) THE TEACHER'S EDUCATIONAL PERSPECTIVE

The following is a presentation of some important factors of
one teacher's perspective of his work as a classroom teacher.
Specifically, the concern in this chapter 1is with a teacher's
perspective, Mr. Bell's, as regards the teaching of reading to a
classroom o? twenty-six children. Before commencing this effort,
however, definitions and explications of two concepts, a teach-

er's cultural knowledge of teaching and a teacher's perspective,

are necessary.

A Teacher's Cultural Knowledge of Teaching

Mr. Rell's cultural knowledge of teaching 1is referred to at

various points in this chapter. A cultural knowledge of te;Eh-
— e v~f'—f' ing 18 deiinea,here as a set of systematically related beliefs,

ideas, and actions that an individual possesses, knows, and
. employs. These essential characteristics constitute an individ-
ual's basis for viewing teaching within a particular cultural
setting. The related beliefs, ideas, and actions may be explic-
itly deomonstrated or tacitly understood. As defined, a cultural
knowledgg ;f teaching involves both cognitive and evaluative

aspects of teaching. Also, general ideas and assumptions about

- the nature of knowledge and of human nature, motivation and

-~
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learning, are included in thts concept. Mo%eovar, an individual's
cultural knowledge of teaching includes an understanding of the
essence of a teacher's task, both technical and social demands.
That is, knowledge of t5;>spec1fic skills and techniques and
knowltedge aboat the formation of social systams are required of a
teacher in order\tolﬁdnction in a school clas;;pOm. Furthermore,
a cultural knowledge of teaching includes a characterization of
classroom organizations\and environments and the role and fundtion
of general education witﬁ?h these organizations and environments
'

as well as within the wider social context of the school and
community. Finally, an individuad s cultural knowledge of teach-
ing encompasses criteria haed_for the purpose of assessing the
performance.of both children.and teacheas in an educational set-
ting. Included in the criterion is a standard for evaluating
other individuals participating in the procegs of educating chil-
dren. That 1is, a teacher establishes a standard he/she may use
to evaluate another teacher, a school principal or a superinten-
dent of schools. In summary, an individual teacher's cultural
knowledge of teaching includes a broad conceptidn of education,
knowledge of the task df teaching, and a set of prescriptions.for
performing the task within a specific cultural set;ing.

The contant of a cultural knowledge of‘teaching is a function

of a network of interrelated factors. For example, a teaqher's

cognitive orientation and his/her ideological commitments are but
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tuo factors wh h conprise this content. In addition, the ideas
an 1ndiv1dua1 geﬁerates as regards teaching and tge variety of -
experiencea a tgac r encounters when faced with the daily demdnds
of doing the job are\ two more factors which make up the content of .
a cultutal knowledge of teaching. Horeover. ong must not neglect
the reality that an individugl's knowledge of teaching is also
derived from the expefi&nee; he/sﬁe eﬂcbudters during his/her

' socialization into the ﬁéheral_cultura¥ setting.

This preséntation is not an atfemﬁt. however, to grasp the

{
complexity and subtlety of all teachers' cultural knowledge of

~ teaching w;thin a soeiety. An undertaking of thattmagnit;Ae is
well nigh impossible to attain and/ot describe. On the contrary,
the major objective of this chap;er is to focus on the belief?.
ideas and actions, the cultural inowledge of teaching, whiéh

emerges as one teacher, Mr. Bell, confromts speciffé‘situations

‘and -problems in his classroom and/or in the school.

The Teacher's Perspectivé

. A teacher'slperspective is a set of personally c?-ordihated
explicit and tacit beliefs, ideas, and actions which hé/she
employs while interacting with children in problematic situations
associated with teaching and learning. This perspective, howevér; 
‘19 based upon ‘the 1ndiyidual's cultural knowledge. Some of the

elements included in aiconsideration of a claasroom teacher's

.
o
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perspectivg.aré: 1) thé tea¢her's concept of the community,

schOol,zanﬂﬂélgperOm environments and the problems each of these

¢
2

enviroﬁﬁents‘créhges; 2y a definition of specific educational
;bél;;and objectives;‘j) the teacher's "rationalization for being
and acting"-in a classroom; 4) the teacher'g\designation of the
kinds ofjactivities to be generated forﬂgh;uxeaching of specific
content and skills; 5) the teacher's esgfglishment of a set of

criteria to evaluate not only the actions of the children in
his/her classroom but also criteria to evaiﬁate his/her own
actions; and 6) the teacher's establishment of a "set of congru-
ené activities and actions" ":ich heighe employs so as to attend
to social situations as they ﬁay arise (Sharp & Gféen, 1975,

p. 70).

In foggﬁl terms, a teacher's nggpective is comprised of

o

i
his/her totalfkaewiéaﬁg/bf the setting and of the inhabitants
living within the bounds of that setting. Ihcorporated in the
major objective of this chapter is the necessity to examiﬁe
specifically.aspects of Mr. Bell's perspective which are directly
related to his knowledge and teaching of reading skills and the
application of those reading skills by children in his classroom
in the social studies content area. In another chapter of this

paper, the general reading behaviors and activities of the chil-

dren in Mr. Bell's classroom are categorized, described and

analyzed in detail. Included in those particular descriptions
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are some elements of Mr. Bell's cultural knowledge and perspective
of reading instruction. This Ocqyrred becav e as the descriptions \
were provided the investigator was unable to spearate out or iso- \
late Mr. Bell's perspective from the content and the instruction. \
Now, howevér, an attempt is made to present Mr. Bell's perspective
as a teacher at Westside School. More specifically the descrip- .
Qions to be presented focus on Mr. Bell's perspective of reading
instruction at the school and in his classroom.
The elements of concetrn in thLis indepth description and
analysis of specific aspects of Mr. Bell's perspective of teach-
ing are: 1) his social and academic background; 2) his social-
professional position within the confext of Westside School; 3)
his descriptions and characterizations of the content and pProcess
of reqding instruction in the school and his very own classroom;
4) his representation of the formation, organization, and use of
reading groups and other classroom grouping arrangements; and
5) his implementation and use of reading skills in the social =

studies content area.

Mr. Bell's Background -

Two of the elements which contribute to the formation of an
individual's perspective are his/her social and academic back-
grouﬁds. Mr. Bell's backgrounds play important roles in the

formation of his perspective. Mr. Bell related that he was
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raised in a "middle class" fam11; in a Midwestern state. After
graduating from high school, he enlisted in the United States
Army. He remained in the Army until such time that he attained
the rank of“sergeant. Mr. Bell was honorably discharged from

the Army in California. The amount of time between his high
school graduation and the time of his Army discharge was approxi-

mately two years. Consequently, Mr. Bell's college education
14

.came a bit later than most individuals of his age. Once he

was discharged, Mr. iell remained in California and enrolled in
a five year degree program in elementary education at one of
the California state universities.

Dur1;; the period of time of Mr. Bell's undergraduate
educational experience in California, he was required to enroll
in and successful}y complete two university reading methods
courses. These two courses were required of each teaching
candidate who wanted to obtain California teacher certification.
Regardlessgof the intent of the courses, Mr. Bell says current-
ly tha; he is unable to describe even minimally the specific
content of either reading course. Yet, as is indicated later
in thig chapter, Mr. Bell's teaching peers at Westside School
recommended that he be assigned to the reading resource posi-

tion at Westside School because of his experience in the two

reading courses.
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Along with the classroom work,}Mr. Bell was requ%yéﬁ to en-

roll in a full year, two semesters,; of student teacbiﬁg in a

£
California public school environmént. His first student teaching

experience consisted*of workiné/in a classroom with children of

¢

"mixed grade levels," thirdyffourth and fif;ﬁ grades. In this

B J _
situation Mr. Bell worked/élosely with his co-operating teacker,
often assisting the teacher by iastructing the children in some -

of the subjects included in th!s elementary school's curriculum.

Mr. Bell's second semester of ¢ﬁ&ent teaching experience con-
sisted of teaching first grade children in a “"minority school."
He explained that a minority school in California is one in which
half o1 more than half of the student population is composed of

children <)eaking f¢paniszh as their primary language and English

as their seccnd language. Mr. Bell's placement in a minority

school was not au unusual situation since he related that there

is a California law which stipulates that all student teachers in

elementary eduéation who seek certification credentials must
serve as studenéﬁteachers in a minority school. Mr. Bell specu-
lated that this particular law was enacted by representatives in
the California legislature because the population of California
is composed of so many Spanish speaking immigrants that prospec-
tive teachers must be exposed to the culture, language, and

customs of this large segment of Ccalifornia's population. Again,

L)
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Es

in this second student teaching experience, Mr. Bell vorked

closely with and assisted the classroom teacher in teéching the

school's curriculum.

Teaching at Westside School

-

Upon graduation from the California State University, Mr.
Bell returned to his family's home in the Midwest. OUnce at home,

Mr. Bell found his first teaching employment as a substitute

. teacher for one semlester. He assumed the classroom responsibili-

ties of a teacher who took a leave of absence because of illness.
At the conclusion of the sﬁbstibyre teaching assignment, Mr. Bell
applied for and was appointed tolkes fir;F full-time teaching
assignment at Westside Elementar éhg?ol in Capital City.

During Mr. Bell's tenure ot ;mployment at Westside School,
he taught a fifth grade self-contained classroom for three years.
Preggntly, he is teaching a class of fourth/fifth graders, also a
self-contained cl;ssroom situation. At Westside School, a self-
contained classroom is defined as a classroom in which a teach-
er teaches all of the curriculuﬁ subjects to the same group of
children each day. That is, the children remain in the class-

room with the same teacher each day all day. The exception to

this is that specially trained teachers in the areas of music,

o

. art, and physical education are employed to teach in these

special areas. Consequently, the classroom teachers are relieved
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of tybse curricular responsibilities. As observed, Mr. Bell used
much of the time his class spent with the specialists correcting
papers the children had submitted to him. He also used some of
the time té write lessonhplgzs for the next school day. Usually,
Mr. Bell spent this so-called "free time" attending to teaching
duties associated with his classrooﬁ responsibilities. Mr. Bell
spent little of his f;ee time out of his classroom. During the

&

observational period, Mr. Bell spent almost no time in the
teacher's 1:Lnge during the free time periods.

Although Mr. Bell has remained at Westside School for four
years, his employment there has been somewhat troubling to him.
Since the beginning, Mr. Bell has received good teaching evalua-

tions from his immediate supervisor, Mrs. Leary, the school
principal. In fact, ;ﬁe considers Mr. Bell to be a very '"compe-
tent teacher;"\ Mrs. Leary states, "He's flexible, he's creative,
he knows his curriculum, he's a very child-centered teacher. He
meets all the needs of the children in that room." Regardless of
the good evaluations, Mr. Bell was declared a "surplus teacher”
by Capital City's school administrators at the end of his first
year. When Mr. Bell talks about this incident he indicates that
his services were terminated. Capital City's school administra-
tors, however, define a surplus teacher as a person who has a

cortract for the next school year, but the teacher will more than

likely be reassigned to another school within the Capital City

142 .
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school system. Allegedly, Mr. Bell was declared a surplus teacher
because the number of children enroiling'at Westside School was "
steadily declining. Consequently, there: were too many teachers
employed at the school for the nuﬁber‘6f children enrolled. West-
side School was not the only school in Capital City experiencing
enrollment problems. Like the occupants of many other Capital
City neighborhoods many of Westside's residents left the city and
moved into the nearby towns and villages. With the decrease in
population and the diminishing numbers of children being born in
Capital City during the past ten years, the enrollmepts in many
of the City'g'schools were declining cqptinually. Since Mr. Bell
was the last teacher hired at Westside School, he was the first
teacher at the scﬁoal to be declared a surplus. His stretch ;f
unemployment lasted only during thé summer months, however, as he
was reappointed to the Westside School faculty before -the begin-
ing of the next school yeé;. Acsording to Principal Le;ry, Mr.
Bell's dismissal was "merely a formality." She expected Mr. Bel}
would be given a position somewhere in Capital City's school
system. She, however, supported Mr. Bell's reappointed to the
Westside School faculty. ‘

Again, in Mr. Bell's fourth year of teachingjat Westside
School, his sthtus within-the Capital City school system is not
secure. Adult residents and their school-age chilhren continue -

to leave Capital City thereby depleting the enrollment population

- \
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of several city schoéls.‘ An estimated thirty-seven teaching
positions are to be eli,inated'before the beginning of the new
school year (Hidwesf‘Joﬁ;nal, January 5, 1980). Mrs. Leary
s estimates that several changes will occur at Westside School.
One of the changes undoubtedly will be Mr. Bell's assignment to
a new schopl within Capital City.
. Mr. Bell did not seem outwardly bitter about his situation
of uncertainty. He admitted, however, that he was uncomfortable
with the surplus teacher decision four years ago. In this regard,
Mr. Bell expressed concern about the seniority system of the
City's educatiénal organiQ&ﬁlon. Although he is a participating
member of Capital City's teachers' union, Mr. Bell has difficulty
understanding and supporting the ﬁnion policy concerning senior-
ity. The union's elected officers define the seniority policy in
such a way that regardless of the quality of effort on the part
of the cla;sroon teachers, the teachers with the longest records
of ;etvice 14 Capital City's schools retain their eﬁployment
positions. Mr. Bell does support the teachers' union even though
this particular policy continues to ad;érsely affect his poéition.
» Mr. Bell's supporé of the union, however, does not curtail his
talking about and ﬁuestiouing the positions the union 1§adérs have
adopted. Mr. Bell frequently generalizes about the teachers in tEg
Capital City school syste; whom he considers to be "1ncompeten£...,"

/// but who continue to keep their teaching positions because of
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the union policy. Mr. Bell's view of these particular teachers

131

18 very negative.

During early ;orning con;ersations, Mr. Bell repeatedly
alluded to the fact that he would not be rethrn;ng to Westsid;
School the next school year. Yet, he did not appear to be dis-
turbed or upset with that prospect. His apparent calm as con-
cerned the pgssibility of leaving Westside School was bolstered
by several factors. The most important factor seemeg to be Mr.
Bell's.confidence chat "the superintendent would find something
for me." The o;igin of that particular confidence was never de-
términed during the study. That confidence, however, was ex- '
pressed‘q?t only by Mr. Bell but also by Mrs. Leary. Mrs. Leary

maintained‘that there would be ifplace for Mr. Bell in Capital

City's schools. Mr. Bell's and Mrs. Leary's confidences were

" borne out near éhg end of the observational period when Mr. Bell

received notificatlon that he would be assigned to a new elemen-
AN

tary school for the céming school year. On the morning he
received the news, Mr. B;Ii was extremely elated and.;id not
hesitate to share his deliéht with his colleagues. Prior to the
beginning of the gthool day, several cl#ssroom teachecs stopped
by Mr. Bell's classroom to congratulate him on his new appoint~
ment. )

Another factor which apparently contributed to Mr. Bell's

calm was his desire to have the opportunity to work at a~

£
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different schooi. Mr. Bell frequently talke& about\ working in
schools and classroom situations with different types of organi-
zational érrangelet-s. He appeared to look forward to the

opportunity to apply his skills as a teacher in different\sur-

roundings and environments.

The only disappointment Mr. Bell mentioned as he digeste
and discussed the news of his change in venue from Westside
School was that he would no longer be able to walk to school
each day. Westside School was within easy walking distance from
his home, but hié new school could only be reached by car or bus.
;side from this lgfter concern, Mr. ﬁell seemed relieved that a
decision about hig éuture finally had been made, and he would
be leaving Westside School.

No direct changelin Mi. Bell's teaching and/or behavior
toward,tye'children in his classroom was observed once the news
of his t?ansfer in teaching ;ssignment had been received. The
failure torobserve changes can be aétributed to two factors.
First, the news of Mr. Bell's transfer was obtained soxlaﬁe in
the scbool year, a little more th;n three weeks before the be-~

ginning of the summer vacation period, that insufficient time was

available either to obtain an obervable measure of change or for

a change to take effect. Secoﬁd, the children in the classroom

were unaware of the fact that Mr. Bell would be leaving Westside

School before the next school yeaxr. Mr. Bell did not share this

N
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news with the children, When asked to explainlwhy he did not tell
his class Mr. Bell stated, "It may affect some of the fourth
graders who want to have me as théir teacher next yeé;." In
essence, Mr. Bell didvnot_want to disappoint the fourth grade
children in his clasé. Iherefore, he théught it best not to re-

veal his plans to any of the children.

o Reading Resou-ce Position . - -
' Ia addition to‘serving as a ~lassroom teacher, Mr. Bell also
serves in the capa;ity qf the reading resource person at Westside
‘School. He has held this position for two years. During the
first year, he shared tﬂe dutieg of reading resource person with
the Learning Disabilities teacher, Ms: 0'Day. This year, however,
he ags;med fdfl responéibility for the reading resource position
as Ms. 0'Day no longer chose to serve the school in that capacity.
According‘to Mr. Bell, the duties of a reading resource
person are taog''test children the teachers in the school think are
having some proPlems in reading aqd try and diagnose what the
problems are and tell the teachers\ They (the teachers) can
devise their own program if théy wish, I don't devise a program
for the teachers." In addition, ﬁr.‘Béll mentioned that the
reéding resource person also serves as the representative of

‘Westside School to the meetings of all the reading teachers from

.Capital City's schools. The system—wide‘meetihgs have been
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infsequent, however. Consequently, Mr. Bell's prime duties as E

{ read}ng resource person have consisted of testing the children the
classroom teachers recommend.

Mr. Bell is proyidgd one afternoon per week, Thursdays, of ‘é
realeased time from his classroom te;ching responsibilities to — |
perform the duties of the reading resource person. While Mr.
3e11:works as the reading resource person, a substitute teac;her o
is hired to ;ssume Mr. Bell's self-contained classroom teaching
responsibilities. According to Mrs. Leary, Mr. Bell was appoint-
ed to the reading resource position for two reasonms. First,

“they (the other Westside teachers) knew that (he) had had recent

" This fact was mentioned pre-

i

viously, but Mr. Bell claims to be‘unable to remeiber the speci- D

reading courses in California....

fic content of the undergraduate reading courses he attended.
His teaching peers at Westside School, however, assigned to him
additional r.sponsibilities and position within the school

based Bn his academic preparation. A second reason Mr. Bell was
assigned the r;ading resource position is that "the one teacher
(who) is still here didn't :;nt it anymore." This statement
refers to the:;act that Ms. O'Day no longer wanted to serve as
the reading resource person at Westside School. Therefore, her /
reading rezource duties reverted to Mr. Bell.

Mr. Bell readily acknowledges that he 18 not an expert in

diagnosing and prescribing treatments for reading problems faced
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by 1ﬁdividua1 children. But, he ju;tifies his position as reading
resource person based on his feelings of competency in being ébli
to administer r;adiﬁg tests. He indicates that he learned to
administer reading tests while taking the reading courses as an
undergraduate. In additionm, hg acquireéégome practice adminis-

- ' tering reading tests during his student teacher training program..
Another justification Mr. Bell propbses for his reading resource
position is the notion that the other teachers at Westside School
do not want to be bothered with the task of testing the ch;ldren.
Yeg, he expresses the idea that in order to help children,.

teachers need to identify the abilities and needs of the children

and t\o work on the need\é to increase individual reading abilities.
Mr. Bell views the éeading resource position at Westside
School aé an‘opportu;ity éb get involved in anéther aspectcof
teaching--working closély with different children and teachers in
the school. Much of the time that is provided to the reading
resource teacher becomes "free-time," however, since the cl#ss-
room teachers at Westside School have failed<to recommend a
i sufficient number of children who need to be tested in reading.
- The time that is provided Mr. Bell is to be used for the purpose
of testing the children and writing the diagnostic reports on the
childfen he has tested. Yet, Mr. Bell spends much of his free-

time planning his own classroom lessons or searching for or

developing teaching materials for his own class. During the

AN
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course of .the study, four months, only four children were tested
by Mr. Bell. Those were the ogly‘children recommended by the ‘
other classroom teachers for testing.’ Mr. Bell hd& completed
administering the reading tests but w;s still 1n;the process of
writing the diagnostic reports based on the reéhlts achieved by

the children.

Mr. Bell's View of Westside School "

Mr. Bell appeared to enjoy his class ‘of children at WEstside”‘
E

School. He expected the children to complete their assigned

\\ work, but he often joked with the children. Mr. Bell maintained

o W

1

' that "I think it's gaﬂﬂ for them to see 1 have a sense of humor."

\He added,"...ﬁinety-five percent of the kids have a good sense of

!

humor. They roll with me." At the same time, the cﬂildren
appeared to enjoy being in Mr. Beli's classroom. For example,
Matt expressed the feelings the class had about Mr. Bell best
when he said, "I think Mr. Bell is a nice teacher, and I really
like him. He's the best teacher I ever had because he's strict,
but he's funny." Mr. Bell said that he 11k;d to be with the
children in his classroom. X ‘

“*  There were a few details abouty Westside School which con-

cerned Mr. ﬁell, however. One concern of Mr. Bell's was the
| )

‘ declining eanllments at Westside School. Mr. Bell talked openly

about the declining enrollments and indicated that the parents of

children from another nearby neighborhood school, which was being
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closed, were a partial cause of the enrollmentcProblem. Mrs.

Leary had expressed the hopelthat the parents of that neighborhood
- school would send their children to Westside School and thereby
force Capital City's schoél administrators to maintain Westside
Scﬁool at its present level of operation. The increase in enroll-
ment would have eliminated th: need for any changes in the number
of personnel at the school. According to Mrs. Leary, the Qajority
of parents elected to send the}r children elsewhere. Consequently
changes were to occur at the school.

One change that would occur was Mr. Bell's traasfer to
another elementary school in Capital City. The circumstances
Surrounding(Mr. Bell's leaving Vestside School have been described
in a previous section of this chapter. The decline in the West-
side School populhtion not only affected Mr. Bell's teaching
position but also had a direct affect on his wife who taﬁght—at
Westside School too. Like Mr. Bell, she wis alss scheduled to be
'transferred to another elementary school by the beginning of the
next school year. The prospect that the two individuals would be
entering two diffe;ent schools the next school year Jas discon-

rting to both of them. Mr. Bell expressed hopg, however, that
he and his wife would be teachiﬁg in the same school so as to
, eliminate some of the personal expenses which would be incurred

s~ ey G0 they were forced to teach in different schuols. Mr. Bell

expressed sadness at the prospect of leaving the children of the

.
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Westside School. He indicated that he had enjoyed working with
the children and would like to remain with them.

Another factor of concern for Mr.‘Bell was his view that
“ Westside School was a "traditional" school. What he meant was
that,_in his view, the teach.rs at Wi _side School did not often
initiate changes in their approach to teaching. Specifically, Mr.
Bell was referring to two teaching approaches that were of inter-
est to him. The two approaches of interest to Mr. Bell were
team~teaching for planning and tegching reading and using reading
tests to determine the i-idividual skill needs of the children at
the bezinning of the school year. Mr. Bell explained that the
otiler teachers at Westside School lacked enthusiasm for these two
approaches.

Mr. Bell described a team~-teaching approach as two or more
teachers‘exchanging children of similar abilities for the pur-
poses ;f instruction. One teacher would teach the children of
. one ability level and the other teacher would instruct the chil-
dren of another ability level. Although Mr. Bell and another
teacher, Mrs. King, often planned and arranged science activities
together for theif classes, Mr. Bell did not consider that team-
teaching. First children possessing simila:r abilities were not
exchanged. Second,lthere was no effort on the teacher's parts

to reduce the overall range of abilities the teachers would work

with in eicher classroom. Mr. Bell stated that the other teachers
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were not in favor of team-teaching because ''swapping children for
reading instruction stigmatizes a child, particularly the low
reader...." Mr. Bell maintained, however, "that time-wise it would
be better for a teacher' since a teacher would only have to work
Qith one or two ability levels of children.* Therefore, a teacher
cduld concentrate his/her energies on meeting the specific needs
of the children in two groups instead of tryin% to deal with the
diverse needs of an entire class. Also in this regard,_Mr. Bell
indicated that lesson plan preparation for reading would be re-
duced. Neither of these arguments was very convincing to the
other faculgy membe;s at Westside School. Consequently, Mr. Bell
was unable to try a team-teaching approach.

Mr. Bell's other interest centered on the testing éf th;
children in reading at the beginning of a sshool year. The other
classroom teachers at Westside School w;re not in favor of tﬁ?s
approach. Mr. Bell reaéoned that in drder‘to provide appropriate
reading instruction, to attempt to meet the reading needs of
individual children, he neéded to test the cgrldgen at the begin-
ning of the school year. Then, he would adjust the placement cf
each child in the reading groups based on the test results ana

\
not rely solely on the recommendations of a previous yeﬁr's
teacher. The other Westside teachers did not appear to acEept
Mr. Bell's purpose for the testing and felt he was questioning '

their abilities as teachers. Mr. Bell stated that "some teachers
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are unwilling to accept the fact that children improve or they go
down or regress during the summer and, therefore, they're not at
the level that was indicated on last year's teacher report." Mr.
Bell maintained, however, that he was not "challenging their
ability to place kids" but he was attempting to account for
changes in the reading abilities of children after the summer
vacation neriod.

Mr. Bell's views about Westside School are presented as
furthér information to be used in the development of an under-
standing of Mr. Bell's perspective,of education in general and

his perspective of reading instruction in particular.

Mr. Bell's Future Goals

One of Mr. Bell's primary goals as an educator is to become
a school principal because "I think first of all the mgney."
Althoﬁgh Mr. Bell's comment appears to be very insensitive and
caléulating when presented out éf context, Mr. Bell's statement
expresses his sincere feelings. One obgservation he makes con-
cerniﬁg male elementary school teachers is that they do not
remain in classroom teaching positions for too long a period of
time before they seek highe; educational positions s.ch as
assistant principal or principal or curriculum coordinator. Mr.
Bell reasons that many males in elementary education leave the
classroom situation to seek highev status and higher paying

positions within school systems. Monetary gains accrued from
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such changes in position often become the Qéie reason for the
actions of male elementary teachers. Mr. Bell explains that the
monetary 1n;entives are extremely great for this type of action.
He realizes that in order to attéin the quality or standard of
living he and his wife desire, additional income is essential.
Mr. Bell's secoud reason for wanting to become a principal is
that, "...I think that you learn from others, and I feel I could
run a school rather well‘i Mr. Bell expl;ins that he has learned
about opepating and managing a school from watching several
school principals. He expresses the confidence that he could
readily nage a school and could effect both management and in-
structional improvements. Much of Mr. Bell's confidence seems to
be based in his ability to manage his own classroom, to communi-
cate wiﬁh‘his ?Zers as the reading resource ﬁerson at Westside
School, and to express his sincere interest of children. If Mr.
Bell does not attain the goal of becoming a school principal he
wants to remain a classroom teacher at the fifth grade level.

One of his goals at that position is to create '"centers (learning

centers) and have the children learn through centers."

Overview of Westside School's Reading Program

As previously indicated, Mr. Bgll has taken an interest in
reading instruction at Westside Elementary School. Some of his

stated positions and actions, however, are contrary to the ideas
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espoused by ; majority of the school's faculty. In the following -
sections of this chapter, a description of the "official position"
regarding the regding program and read%ng’instruction at Westside
School will be presented, explained, and analyzed. In addition, .
Mr. Bell's positions and understandings as regards the reading
program will be noted.

The reading program at Westsiqe Elementary School amounts to
teaching the children te ready by using the MacMillan R Reading
Program. The individual classroom teachers are compelled to use
the basal readers, the workbooks ;nd the skill testing elements
which fofm the basis of the MacMiiian R Reading Program. This
program is used by each teacher in grades one through five.
Although tecﬁniques of teaching différ from teacher tu teacher
the content of the reading program remains consistent in each of
the classrooms. Each classroom teach;r works feverishly to see
that the children complete the required fextq and workbooks at

the appropriate reading level each Yyear.

Current History of the Reading Program Adoption

The history of the adoption of the MacMillaan Program at é
Westside School is egtremely compl;x, but knowledéé of the adop- .
tion proéess is essential to an understanding of the program and
the procedures of instruction which occurred in Mr. Bell's class-

room. In 1973, the elementary school principals and the
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curriculum coordinator in the West Educational District of Capital
City expressed a need to establish continuity in the curriculum
among the schools of the district. Tﬂe establishment of coptinuity
according to Mrs. Leary was to be a "grass roots approach to cur-
riculum development." |

Several steps were taken to initiate the grass roots approach.
First; a "reading task force" consisting of teachers and adminis-
trators was formed. Second, the task forge memb;rs developed and
adopted a philosophy of reading. Next, representagives of the
major reading textbéok companies were individually invited to
present their company's reading products. Then, the task force
members selected four or five reading programs which embodied
the philosophy. The four ov five representaZives made presenta-
tions at meetings attended by all West Diétrict classroom teachers.
Finally, the classroom teachers voted for the one reading program
they wanted to use in their classrooms. The MacMillan R Reading
Program was selected by a majorify of the teachers. Consequently,
it became the basal reading program for the West District.

Meanwhile, the faculty at Westside School was "piioting“ a
rew reading series phblished by Scott Foresman Puﬂiishing Company.
The teachers used the various program materials and provided thé:
publishers with evaluationd and critiques on the effectiveness of

the materials. Several of the teachers, including Mr. Bell, par-

ticipated in piloting the Scott Foresman materials.
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According to Principal Leary, "we did not come through feel-
ing real good about it (the piloting process) for some reason.
It had a lot to do with the Scott Foresman personnel who came
here to work with the teachers."” The Scott Foresman personnel
were oﬁe réason why the Scott Foresman materials were not Select-
ed. Added to that‘reason; Mrs. Leéry stated, "politics got into
the choice of the (District's) reading program. She explained
that one of‘Capital Cit;'i newspapers published an article dé-_
scribiné“the possible textbook choices and indicatiﬁé that the
Scott Foresman program would be selected. The article was pub-
lished just before the teachers voted on a program. Mrs. Leary
remarkgd, "many of the teachers were vefy irritgted and very mad,
and I think it almost was as though they (teachgfs) were out to
show the newspaper that they (newspaper) were wrong in their '
summary statement about what textbooks would be used in the West
District schools." The final vote of the classroom teachers indi-
cated that the MacMiilan R Reading Program receive& the endorse-
ment of the majority of the teachers in the West District.

Consequently, the MacMillan R Program was adopted as the official

reading program of the West District and Westside School.

Mr. Bell's View of Reading

Mr. Bell, as mentioned earlier, participated in the project

to pilot the Scott Foresman reading materials. He liked those

T T
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materials énd enjoyed using the materials with\ﬁis children. ﬁe \
1nd1c$ted that he had voted fot:‘ the Scott Fores;l\ian program and
not the MacMillan R Program. Very briefly, the MacMillan R N
Program is based on a scope and sequence of reading ékills, while
the Scott Foresman program is based primarily on the presentation
of literature as') means of teaching reading. That is, the text
stories and the workbook exercises of the MacMillan R Program
are pre;ented by the teacher for the purpose of teaching_children /
Spe;ific reading skills and .then—providing for the practice of
&hose skills. On the other hand, in using the Scott#Foresman
program a teacher Ecncentrates a great deal of attengion and
energy on the content of the literature contained in the various
g{reader levels.
To try to ascertain Mr. Bell's knowledge and understanding
of reading, a general question was asked of him: "What would you
do to ch;nge the reading program At Westside School?" The follow-
ing is a presentation of Mr. Bell's answer and a discussion of
the concepts Mr. Bell considers to be important to reading in- —
struction in his his classroom.
When asked how he might change the reading program at West~
side School, Mr. Bell responded, "I'd throw out MacMillan and
get a new series...." Mr. Bell added, "my feeling is that Mac-

Millan R is not a good basal and therefore, I don't feel very

comfortable with 1tﬂﬂng. Bell was adamant in expressing his
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dislike for the MacMillan R Program. He maintained that the
literature contained in the various leveled texts was of poor
quality, the arrangement of reading skills and the assignments
provided to reinforce the use of the newly taught skills followed
little in the way o£ systematic order, and the workbook assign-
“ = ments had little or no relationship to the text stories. Accord-
ing to Mr. Bell, "there is no correlation between a story and the
workbook péges." To illustrate thekprqblem, Mr. Bell claimed
that the children often c;mpleted their workbook pages without
even readiﬂg the assigned text story. The children substantiated
Mr. B:11's claim. Twenty children were interviewed during the
course of the study and only Gini-stated ihat-she rea& the story
before she worked on ;he assigned workbook pages.
In spite of his condemnation of the MacMillan R Program,
_however, Mr. Bell faithfuliy "followed" the Program-as it was
outlined in the teacher's guide to each text level. The word
followed is employed here to indicate that the children read the
stories, completed the workbook pages, but that Mg; Bell did little
in the way of actual teaching of the specific skills contained
within the conteft'of the Program. Instead, Mr. Bell used the
MacMillan R Reaéing Program stories to teach the reading skills he
deemed important. Mr. Bell explained that the children in his
classroom merely "'go through the motions' of completing the

workﬁook exercises that were provided, however. Mr. Bell did not

Q B 16(}
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appear to teach or provide reinforcement of the use of the partic-
ular skills that comprised the MacMillan R Program scope and
sequence. - In fact, the teaching of the skills contained in the
MacMillan R Program was nearly non-existent. ‘

Mr. Be11 claimed that he and the children in Lis classroo?

go through the motions" because of the expectations other tea&h—

ers at Westside School had concerning the reading program. Wth
Mr. Bell meant by this was that he was expected tp pass along to
a child's next year's teacoer information about the child's pro-
goess toward the completion of specific MacMillan te;; levels and
‘the acompanying workbooks. 1Consequon;1y, Mr. Beli feels obliged
to use the MacMillan materials with the chiIoren. To neglect or
circumvent this obligation would raise serious questions, not
only in the minds of the other faculty members but also in the
mind of Mrs. Leary, about ﬁr. Bell's ability to provide adequate
and sufficient reading instruction to the childéen in his‘clasf.
Therefore, Mr. Bell realized that it was in his}best 1ntoreots to
accommodate the system inq&Sa& of trying to resist it.

In place of the MacMilihp R Program, Mr. Bell would have
" opted for the Scott Foresman p;ogram "becauoe it gives more
comprehension.”" Mv. Bell stated ghat “once children have reached ;
above the third grade level they should be working on comprehen-

sion skills." 1In the lower grades, he advocated the teaching of

“word attack skills, phonics, and things like that., But, I also
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think there has to be some comprehension thrown in somewhere. 1
think anywhere from kindergarten on up they (children) need that.
Now whether it takes only ten percent of you program or fifty
percent the: doesn't bother me, but you got‘to have it. And, in
many classrooms, they're (children) not being asked:"-

To illustrate his concern for the teaching of reading compre-
hension skills Mr. Bell formulated his reading instruction around
the selection, teaching, and use of several comprehension skills“
he considered essential for the children to know and to use as
they learned to read. That is, he selected several reading com~
prehension skills he wanted the children to learn and practice
each time they worked with him in a reading group session. In
order to work on the skiiis, Mr. Bell conducted discussions with
the childrgn in the reading group sessions. The discussions
centered about Fhe content of the stories the children had read.
The discussion, in fact, were the hear;_of the reading instruction.
D?ring the discussion of a story, Mr. Bell pose& questions to the
childreﬁ whiéh required them to employ one of the comprehension
skills Mr. Bell deeme& important. The skills Mr. Bell emphasized
during the discussions were: a) getting the main idea of the
story; b) drawing ;nferences from the stéfy based on what had been
read and on the children's past experienc;; c) making comparisons
within the story as well as comparing situations outside of the

story; d) placing facts and events in proper sequence; e) describ-

|
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better understanding of wi.t's going on in the world and in their
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ing the various traits of the characters within a story; f) under-
standing the theme of a story; g) identifying the mood that the
autgor created in a siory;-h) recognizing the climax of a story,
the high point in the story; and i) thinking critically. Several
of fhese.ékifis did not differ significantly—from the skilig
identified in the MacMillan R Program, but Mr. Bell 91d not‘think~
the skills were emphasized and applied sufficiently in the
MacMillan texts. Mr. Bell stated, "a lot offyour life you will -
be doing reading and you'll have to use those skills. 1 guess to

me though the whole process would be to help children have a

lives." As a result, Mr. Bell spent a considerable amount of
discussion time in each group session having the children learn ‘ ‘
and use each of these skills.

Mr. Bell painted a very bleak picture of what -he knew about -
how other teachers taught reading comprehension skills to chil-
dren. He indicated that many ;e§chers did not devote enough
gime to the teaching of reading comprehensionxékills. Instead,
he thought most teachers spent thgir reading instructional time .

teaching word recognition skills and vocabulary development

skills. He based his claim on the fact that when the majority
of thr children first were enroiled in his classroom they were
not capable of thinking on their own about what they had read.

Mr. Bell cited as an example the case of Angie as she participated
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in her reading discussion gession. "...today Angie could not
answer any inferential questions or critical thinking:questions.
She's completely deficient in that skill. I think the earlier
you start kids on that type of question the more comfortable they
become with it and the more able they are t handle it. I think
her major problem is she has just never had that type of question
before and never had praciice atqit." Mr.ﬁ?ell maintained that}
most of the children could obtain the facts and detailg from a
story, but they could not apply the facts and details to other
learning situations. In painting this picture, Mr. Bell caref ...,
described much of the problem surrounding the insufficient amount
vof teaching of reading comprehension skilli to children as being
rooted in the teachers' strict adherence to ;he ﬁsejof reading
progfams similar to the éacMillan R Program. :

Mr. Bell did"not use'exclusively the MacMillan R«Qrogram‘in
his classroom. As p:gviously/hen§1oned in this chapter and de-

scribed in détail in another chapter, one reading group's dis-

cussions and assignments revblved around the .use of a common

library book, such asrThe Yearling or Caddie Waodlawn, dﬁtil the
book was completed. For the p;fpose of supplementing the Mamyg
Millan R Program, Mr. Bell Ettemﬁied to assign each\MacMillan
reading group a "éomprehensionzbook." Mr. Bell explained that,
“each group has had specific comprehension books that théy read.

For example, depending on what level they're reading at...what I

!
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would do is select a book that's been judged to have a read-
ability (at the children's reading level) and I wn' 'd once a week
meet with th;s part;cular group to discuss variou~ hings about
the book, the theme, characterizations, inference questions,
sequential questic~< and things like that." Mr. Bell explained
his purpose for providing suppiementary materials as "when you
talk about comprehension it's to help the children learn...how to
look at what they're reading and iook at it critically and ana-
lytically. I think it (reading) goes deeper than recall because
most people can answer recall but...inferences, sequential and
critical thinking involves a couple of other higher level skills.
Hopefully, when they (children) get into other programs and when
they get oider they'll be able to use that type of thinking."

The supplementary reading materials project was not com-
pleted, however. When asked why this project failed Mr. Bell
indicated that in previous years he was capable of providing
supplementary reading materials for comprehension purposes to‘
cach of his reading groups but for some reason he was limited by
time constraints. Consequently, supplementary reading materials
and activities were not used with the MacMillan groups this year.
Mr Bell consistently maintained, however, that his purpose for
broviding reading instruction was to increase the children's
comprehension abilities and to direct them toward life-long

reading and thinking.
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Besides the reading discussions and the assignment of work-

book pages Mr. Bell's classroom reading program consisted of some

other characteristics and opportun;ties. Each'p;dgréﬁwcﬁéfactc}; o
istic was based on Mr. Bell's concern that the children be able

to apply the comprehension skills they learned in the reading
groups. During the times the children weqc not meeting with Mr.
Bell in the reading grovp or completing the basal reader assigﬂ;
ments, the children were to be reading at their desks materia}s
ther had selected to read. In most instances, the materials/;ere
library books secured frem the school library. Each Mondayﬁeach
child had a scheduled time he/she could go to the library ;o
check-out a book. A child could select s book for pleasufe read-
ing, or a book for the biweekly book report assignment,/or a book
to be read for a language arts assignment. The childrcn read
their library books after they had finished their Mac#illan text
assignments. If a child could not find a library book he/she
wanted to read, the child was encouraged to bring a book from home
or to select a book from one of the bookcases in Mr. Bell's class-
room. On days other than Monday, children desiring to go to the
school library had to ask permission from Mr. Bell. In most
instances, Mr. Be.l granted permission unless he observed that a
specific child was abusing the library visitation privilege.

Since child>zn had to seek permission to go to the library, Mr.

Bell was able to keep account of the number of children who went

<
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to the librarv each day and the frequency with which specific
children sought to <o to the library.

- The 61$cussion sessions, -he MacMillan tests and workbooks,

. and the use of li?rary books comprised the content of Mr. Bell's
reading program: Most of the reading gr;ups met only two or
three times per week with Mr. Bell for the purpose of discussion.

The discussion sessions usually lasted, on the average, about

twenty-minutes per meeting. Since the reading period was about

[

seventy~-five minutes per day, the children were allowed ample
time to complete their reading assignments and to read their
library books.'

Another élement of the Westside School reading program that
Mr. Bell wanted to see changed was the notion of testin, each
child in reading at the beginning of a school year. Mr. Bell
stated, "I think that one big mistake teachers make...is that
they don't test their kids the first month in the program. My
fseling is you let them (children) read for three weeks in your
room to get comfortable with you and then you test them." Mr.
Bell found this to be a very realistic and sound approach to
dealing with children after a three month lay-off from reading,
activities. Yet, the dilemma in takirg this stance, according
to Mr. Bell, was that "the other teachers feel I'm threatening
them rather than my whole purpose was to see improvement or

regression.” Mr. Bell cited, as support for his idea of testing
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the children at the beginning of the school year, the case of
Monica, one of the fourth grade children in his classrooé@ At
the beginning of the year, Momica was given a~few_o£rtbé MacMillan - ___ __
R Program reading tests. "She tested out of the progfam. A °
couple of°our kids went up. one whole year in ;eadinﬁ." Mr. Bell
claimed that if he was not to provide for the testing a
beginning of the school year such cases as Monica's would no; be
discovered. Mr. Bell's opinion was that a failure to make such
d;scoveries could lead to several '"children wasting a year on
reading skills and activities they already know and are capable
of applying." - .

A final concern of Mr. Bell's as regards improving reading

' \

instruction at Westside School was the notion of "swapping kids

for reading instruction." Mr. Bell considered the swapping of

children for instructional purposes to be a team-teaching plan.

I

1
when such a plan is implemented at a particular grade level one (
teacher teaches all of the low ability children, another teacher i
instructs the middle or average ability children, and a third 1
teacher works with the high ability children. As mentioned 1
earlier, Mr. Bell's peers expressed fear that such an arrangement |
would "stigmatize" children, especially the lower ability readers. 1
Mr. Bell did not "buy" that. He thought by followi~g such a plan

"you're giving the teacher more time to work with specific chil-

dren." When Mr. Bell discussed this idea, he emphasized that the

168
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purpose of instituting such a plan was to decrease the number of
text level groups that any one teacher would instruct. One ad-
““vantage that Mr.—Bell envisioned was the reduction in the number
of lesson plans a teacher would be required to make. The lesson
plan reduction would result because a teacher working with chil-
dren of similar abilities and. needs could reduce the number of
reading groups hesshe worked with during reading instructional
sessions. This was particularly appealing to Mr. Bell because
when he ascertained the reading levels of the children in his
class at the beginning of the school year, he was able to form
nine separate reading groups. As a result of giving the reading
tests, he was able to determine nine different reading levels of
skill ability for the children in the classroom. Mr. Bell
reasoned that the number of groups he worked wigh would be sig-
nificantly reduced under a "swapping' plan. Most of the other
fourth and fifth grade teachers at Westside School only formed
three reading groups in their clasprooms, however. Under Mr.
Bell's plan the other teachers would probably swap two of their
reading groups. The advantage the other classroom teachers would
achieve would be cqnsiderably less than the advantage Mr. Bell
would achieve. Mr. Bell's hopes of ever achieving the "swapping"
of children were minimal, at best, although Mrs. Leary proclaimed,
"I would strongly encourage him to organize a team-teaching plan.

For Mr. Bell, Mrs. Leary's encouragment was not sufficient enough
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since there had to be at least two teachers willing to exchange
children for the plan to be implemented. At present, the other
teachers in the school perceived little or no advantage to such

a plan of exchanging children. .

Mr. Bell's Philosophy of Reading Instruction

The above descriptions, of Mr. Bell's ideas about comprehen~
sion skill instruction, testing at the beginning of a school year,
and the exchange of children between teachers for the purposes of
providing instruction, illustrate several important characteris-
tics of Mr. Bell's philosophy of reading. First, he appears to
be very practical in his approach to the curriculum. That is,
he feels teachers should provide instruction in those curricular
areas which lead to "life-long" learning. Mr. Bell considers
reading comprehension skill instrucgion'to be one area of life-
long learning. He reasons that in later schooling children will
need to view written and spoken materials critically; thereforer

i
teachers should be preparing our future adult citizens for the |

tasks they will encounter. Reading comprehension skill trainiﬁg

for children should commence as soon as possible in the chil-

drgn's educational careers. This position accoungs”fo; Mr. .
Bell's stand that the initial teaching of comprehension skills

must begin as soon as a child enters kindergarten. Mr. Bell's

view accords comprehension skills a high place in the hierarchy

of the curriculum. Knowledge and applicafion of comprehension

L7y

o o R R




157

skills is critical in order fo. individuals to function effec~
tively in society. Therefere; teachers must provide attention
and instruction in the comprehension area. The reaching of read-
ing skills which do not promote thinking in children are of
minimal importance in Mr. Bell's philosophy of reading.

Anqther cornerstone in Mr. Bell's reading philosophy appears
to be his concern with the notion of adjusting instruction to
meet the needs of individual children and eliminating unnecessary
ventures int /materials, ideas, and concepts of which children
already gébe a clear knowledge and understanding. Mr. Bell
accounfg for this position by administering reading tests to the
'children in his classroom at the beginring of the school year. -
Once the appropriate reading level of each child is %Ftermined,
Mr. Bell places that child in proper materials for instructional
purposes. According to Mr. Bell, reliance upon outdated infor-~
mation about children's abilities retards the educational prog-
ress of individual children. Reading teacherg must attempt to
maintain up-to-date knowledge about éhildren's specific abilities
because only then can appropriate instruction be provided to each
child.

Another philosophical stance Mr. Bell maintains is that
reading instruction does not consist only of workbook exercises

and practice on worksheets representing isolated.skills. On the///

contrary, he believes that through discussion participants in an
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educational endeavor come to know and understand the content to
_be learned and the thoughts of each participant in the undertak-
ing. During sessions of reading instruction, most of the chil-

d;gn did use workbooks; but independent ﬁorksheets or practice

sheets of any kind were never used. Mr. Bell requires the chil-
dren in his class to apply the knowledge they acquire from their

reading. First, this is accomplished in the reading group dis-
and with the teacher concerning the concepts present in the text
the subject area of social studies. -In this area, as in the

Also, the social studies discussion revolve around the skills
Mr. Bell deems important. These skills are the same skills he
teaches and requires the children to apply in reading sessions;
sequencing,\yain idea, inferencing, comparing, characterization
and the like. These skills appear to provide a common tie be-
‘tween reading ;nd social studies instruction. In addition to
thg discussion sessions and workbook exercises of his classroom
reading program, Mr. Eifi requires each child to select and read

a book and make an oral and written presentation or report on

this is another way Mr. Bell encourages the children to share

ideas and experjences. Learning to read is more than just the
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cussions, where children verbally exchange ideas among themselves

stories. Next, the notion of group discussions is carried into ~

reading group sessions, discussion form the basis of instruction.

the content of the book £o the rest of the class members. Again,
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accumulation of reading skills. It is the accumulation of skill
knowledge and the ability to assimilate and exchange ideas be-
tween several participants.

. : A final philosophical position Mr. Bell takes is the group-~

ing of children homogeneously for the purposes of reading instruc=’
tion. Homogeneous grouping for instruction in other cultural
settings has not proven to be as beneficial as most educators

anticipated (Doucetti & St. Pierre, 1977; Esposito, 1973). By

- adsocating the exchange of children, Mr. Bell is proposing a
different and supposedli.a more efficient method of organizing
and managing‘reading instruction than what exists at Westside

School at the present time.

Mr. Bell's Instructional Practices

Many of the suggestions Mr. Bell made for altering the West-

side School reading program are apparentuin His plans and
actions for delivering reading instruction to the children in
his classroom. The following descriptions are pregénted to
explicate Mr. Bell's instructional practices in reading and other
subject areas.

* According to Mr. Bell, at the. beginning of the school year
each day, he provided during the reading period, the children in
his clagsroom with the opportunity to read books and other print

/
materials of their own choice. Specific reading instruction was
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omitted during the first few weeks of school. During that time

period, each child was invited to share with Mr. Bell, in an

After about three weeks, Mr. Bell, employing the information from

“his own observations of the childreii “as well as-taking the —

recommendations from each child's previous teacher regarding the

child's reading level, administered an "appropriate" level Mac- )
Millan R Program reading test.- Mr. Bell's intention for testing
each child was to determine each child's general instructional
level of reading. Once the results were obtained, the children
were placed into nine separate Kfading groups. All of the groups
except one were assigned a specific level of the MacMillan R
Program. The one group that was not placed in a basal reader -
level was given a library book to read. At this juncture, a
discussion of Mr. Bell's organizational plans for providing
instruction in the other subject areas, is essential for a fuller
understanding of Mr. Bell's teaching procedures.

The organization and management of the classroom was an
extremely important aspect of Mr. Bell's approach to teaching.
He spent a great amount of time and care to make certain that the
classroom was managed in what he considered to be an "efficient"
manner. For Mr. Bell, the term efficient meant keeping a tight

»
control over the learning and social behaviors of the children

when they were in the classroom. That is, he wanted to organize
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the children so that they knew exactly what was expected of them
as regards assignments to be completed and the behaviors, both
academic and social, that they were permitted to exhibit.

The basic framework of Mr. Bell's classroom, both in terms

of-physical appearance .and in instructional organization, was
qhanged once after five weeks of observations. During the period
of change, the observer sensed that Mr. Bell was seeking a more
efficient method of organizing instruction for the children. He
seemed to be seelking mor; control over the times the children

had to toil on specific assignments, and when the chi}dren would,
in fact, be permitted to work in particular subject areas. Yet,
even with the imposition of more control over the children, Mr.
Bell was concerned that the children become more independent in
their work styles as well as in their practices of personal
communicat ion with members of the class. These two goals, more -
control and greafer independence appear to be contradictory. The
following descriptions will help to illustrate that the goals
were not contradictory and that the goals were able to co-exist

in Mr. Bell's-organizational and instructional plans.

Mr. Bell's Initial Organizational Plan

Mr. Bell arranged the classroom to meet specific 1nstruqf
tional purposes. There was little concern for traditional class-

room arrangements such as desks and chairs set in straight rows.
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The arrangement of the furniture in the room reflected Mi. Bell's
c;nCern for efficiency in teaching individuals as well as with
teaching small groups. Mr. Bell's desk was located on the west
side of the room about ten to twelve feet from the front wall
blackboard. From -this location, he|was able to supervise the
child;en in all areas of the classroom. His desk faced in the
direction of the only entrance into the classroom. This location
enabled Mr. Bell to observe the children as they entered and
exited the classroom.

The desks of the children were arranged in two groups of six

and two groups of seven desks each. The two groups of six desks

were located near the middle of the room close to the front.

The two groups of seven desks were arranged to each side of the
room and near the back of the room (see Figure 1). The children
worked at their own desks except during reading group sessions.
Mr. Bell explained that the children, sitting at each of the
desk arrangements, were grouped according to their spelling ability.
The children with similar spelling abilities were seated together
in the same group. Mr. Bell ackndwledged that he had segregated
the children by the use of this particulaf organizational plan.

At the west front side of the room, adjacent to Mr. Bell's
desk ‘there was a rectangular table with six chairs. The table

served as the meeting place for all of the reading groups. The
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children came to this table t; discuss the stories they had read
and to re;eive their next reading assignments.
A majcrity of Mr. Bell's movement about the room was limited
? . to the areas around his desk and the reading table. He appeared
to spend an equal amount of time between each of the two/areas.
This statement is not to imply that Mr. Bell failed to /spend time
in other areas of the classroom, but most of his tim¢ was spent,

g

- either at his desk or at the reading table. Wheneyer a child

had a question or was to need assista?ce, the child had to walk
to Mr; Bell's location. ﬁr. Bell did:not journéy to the desk
groupings very often. |
A round table with chairs located in close proximity to the
reading table at the front of the room served as the table where
spelling tests took place. On top of this table was a tape
} recorder and a jack-box with several sets of earphones. The
children came to this location for the purpose of taking their
\ individual spelling tests. As megfioned earlier, the children's
desk groupings were formed primarily but not exclusively upon
spelling ability. That 1is, in oné instance one of the desk
groupings contained children who were working at three'different
levels in spelling. Mr. Bell explained that he grouped the
children according to their spelling abilities because for him

spelling was the most difficult subject area in which to provide
{

appropriate plans and materials. Therefore, he grouped and
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planned for spelling to assure himself that he was meeting the

needs of each child. o

Mr. Bell did not meet 7ith or provide personal instruction
to the spelling g;o;ps. Th; members of the seven spelling groups
were on their owé to complete the work that was assigned. At the
beginning of week, the individuals in each sﬁelring group re-
ceived thef?/;ery own spelling words via a tape recorded preteft
The pretese for each g?oup was recorded by Mr. Bell.//gg;iﬁg/;he'
week, the children in each group completed the series of ass&gﬁ;
ments Mr. Bell dispensed. On Friday of each week, the childr?n
in each group took a post-test of the words they hgd been assign~
ed to learn. Again, the post-test was administered via a tape

recording made by Mr. Bell. The children corrected their own

pretests, but once the post-tests were completed the children
B ’,n

k]

submitted them to Mr. Bell to be graded:
On the east side of éhe classroom to the south of the
entrance stood a wooden bookcage. The bookcase was divided in
many small cubicles. Each cuéicle had the name of a child on
its front. The name designated that the cubicle belonged to one
of the members of the class. This bookcase was 1dent1£1ed as the
"cubby-hole" by both Mr. Bell and the children. For the chil~-
dren, the cubby-hole was one of the centers of classroom activity.
The cubby-holes were the places where Mr. Bell returned the

4

/
children's papers he had corrected. Mr. Bell also placed in the
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cubby- holes notes the children were to take home tu ti.eir parents.
< Messages to children were also placed in the cubby-holes. After

Mr. Bell completed correcting the children's papers, he placed
. them in a wire basket near the cubby-hole bookcase. When a child
had time, he/s%e filed the corrected papers in the appropriate
cubicles. The task of filing papers was not assigned to a speci-~
fic child but was available to anyone in the cléss who had the
time to complete the task. Almost every day a different child
completed the filing. Each child in the classroom was respons-
ible for checking Lis/her individual cubby-hole each day befor=
leaving school.

At various times during the day, children often gathered at
the cubhy-hole bookcase to take their corrected papers and to
cxchange conversation. Frequently, the children seemed to sense
when Mr. Bell was watching them. When this occurred, the chil-
dren often departed from the cubby-hole area rather abruptlv.

Mr. Bell assigned the cubby-hole cubicles an.important roie in
his system of educational organization. The\cubicles were the
principal vehicles used to provide communication between the

teacher and an individual child about the quality of the work

that he/she had completed. For some children, the cubby-hole was

the .. vy contact they had with Mr. Bell during the course of a

day.
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The south end of the classroom was divided into two sections.

The section closesct to the east wall served as the '"cooking area."

This was an ideal place to establish a make-shift kitchen. Mr.

[

Bell selected this area for cooking because a sink with running

water, a long counter and several storage shelves were located

there.

i

Mr. Bell established “he cooking area for two purposes.
First, he wanted to instruct the children about how to prepare
some simple but nutritious lunches. In conjunction with this, he
wanted the children. to have some experience in preparing the
lunches. Second, he wanted to éstablish a place ir the room
where the children could receive some reward after havirg suc-
cessfully completed their academic assignments. Mr. Bell ini-
tially selected one or two people to be in a group, and then N
those members selected two or three more individuals they wanted N
to help in the food preparation. The childfen in the group
brought food from home to be prepared for lunch. This activity
usuallv occurred twice a -week with a different group of children
participating ewch time.
Mr. Bell helped the group prepare the food they had brought
to school. Each participating member had the opportunity to
cook as well as clean up. Once the food was prepared the group
members sat and ate together. Some of the foods the children

cooked weie hot dogs, hamburgers, froze. pizza and other easy

I5()



to prepare items. Pots, pans, an electric fry pan, an electric
toaster oven, a hot plate, and various kitchen utensils were
located in the cooking area.

As previously mentioned, Mr. Bell used the cooking area to
present the children with a means of reward. When a child sub-
mitted hic/her assigned work on time, a specific number of points
was awarded by Mr. Bell. After a child had accumulated two hun-
dred and fifty points, Mr. Bell agreed to cook lunch for the child.
During the course of the study, only one child was treated to
lunch cooked by Mr. Bell. This program did encourage the child-

ren and they talked about it frequently. 1In addition, the goal

seemed to be a reasonable one for them to attain.

)

The second section along the back wall contained a bulletin
board and a counter area. A slide projector or movie projector
usually occupied this area. This was an area used during science
instruction. Since science ilnstruction was not observed during
the early weeks of thigs.study no statements concerning the content
or the organization of instruction can be presented.

Most of the west wall of the room was comprised of windows.
The west windows faced in the direction o. the play areas to the
back of the school. Several small bookcases containing trade
books were located near the window area. The shelves of the
bookcases were lined with books which the children frequently

used during the designated reading time. When a child was not
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permitted access to the library for any reason, the trade books

in the classroom bookcases were used by the child. When children _

had some free reading time, they often selected bouks from this

area.

A bulletir. board on which the children placed drawings,
poems, and stories related to a language arts theme was located at
the north end of the west wall. Inititially, the theme of the
stories and poems was ''My Pet." The theme was changed to "Animal
Characters' after the first two weeks of the observation perioa.
The children exhibited and expressed great interest in this area.
Many times children walked to the language arts oulletin board to
read the works of other children in the classroom. Mr.Bell en-
couraged the children to write at lzast one story each week.
Ideas for the stories were generated by the children. Tire chil-
dren‘were permitted to create stories from ideas in books they
h~rd read, from experiences they had had in their lives, and rom
their own imaginations.

In addition to the stories, the children were required to
create a complete senfénce from a "kernal sentence’ Mr. Bell
placed on the front blackboard each day. A kernal sentence was
the beginning idea to which the children were to end the thought
in complete sentence form. The children were at their leisure.

o complete the kernal sentence since they did not have to submit

t in untii dismissal time each day.
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The dissemination of most assignments was organized around

a table éx\schedule that each child constructed. The table was '
portioned ihto scheduled segments of time On Thursday preceding
a week, Mr. Bell gave to tbe children their assignments in each
subject area for the coming wggk. The children filled-in the
table placing the assignments where they wished. ~Each child's
was different. The only constant item on the schedule was the

<

time the childreffi met for reading instruction. Mr. Bell assigned

the times he was to meet with each reading group. The children’

—

scheduled other activities any time they wanted. For example,
one child may have allotted the first time frame on Monday to
social studies and the same ;ime frame to science on Tuesday.
Another child may have assigned math to the first time frame on
Monday and reserved the same time frame on Tugfgax/fgg,xeading
group session. Each child was responsibtle for the work in each
time frame. When a ci. 1d was not working, Mr. Bell often asked,
"what does you schedule say?"

The children assumed a lot of responsibility in determining
the times that they completed most of their tasks under this
organizationat plan. Mr. Bell knew what was e*pected of each
child, but he was not éiways cognizant of the éime frame under
which the child would complete a task. The children were under

some restrictions, however. Mr. Bell collected the time sched-

ules .after the children filled them out for the week. He returned
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the schedules after he checked each schedule to make sure that
each child had included all of the weekly assignments.

Since most of the time schedules were different, little in
the way of direct instruction occurred in any content area other
than in reading. For the most part, the children read their
assignments, completed the written work, and moved on to the next
assignment. For example, in social studies the fourth grade
children were working in a text about world cultures while the
fifth graders were reading about the early explorers of the New
World. The children at each level read their textbooks and
answered the questions from the text and/or questions prepared
by Mr. Bell. Once a week or so each group met with Mr. Bell to
discuss the content of the readings and questions. Little in the
way of teacher participation or instruction occurred in this
subject area except during the discussion sessions. This organi-
zational framework was similar in mathematics as well.

Whi e the children worked on their assigaments Mr. Bell
spent his time meeting with the various reading groups, correct-
ing completed assignments or answering questions that the chil-
dren roised. He stationed himself primarily at the reading table
or his desk. Most often the children with questions came to him,
but once in awhile Mr. Bell would wander among the children tc
see that they were working. Invariably various children would

stop him to ask a question or to have him check what they were
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working on. Mr. Bell seemed to like the contact with the chil-
dren but appeared more comfortable when the children came to him
at the reading table or his desk. This condition was evidenced
by more animated exchanges between Mr. Bell and the children when
he was situated at either one of these locations. Much of the
time Mr. Bell spent at his desk or the reading table was devoted
to correcting the children's assignments and recording in his
rank book the grades each child had achieved. Also, Mr. Bell
spent a considerable amount of time working to develcp a new

organizational plan for the classroom which he called "centers."

Mr. Bell's Plan for Centers

AMr. Bell instituted a new classroom organizational plan
approximateiy seven weeks from the end of the school year. The
children were not made aware of the impending change in the class-
room organization until after they had returned to school from a
week's vacation. Mr. Bell labeled his new plan a '"centers
approach” to teaching. Many changes in the operation of the
classronm followed the initiation of this plan.

On the first day of the new organizational procedures, chaos
picvailed for much of the morning. After Mr. Bell explained to
the children about the arrangement of the room and the practices
that would be followed for the remainder of the school year, calm

soemed to predominate. The children encountered the first change
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upon entering the room in the morning. The desks and other
furniture had been rearranged. Instead of four groupings of
desks, there were five desk groups. The location of each group-
ing had been changed and in most cases the children were not
situated with the same children they had been sitting with prior

to the vacation period. In the front of the room, near the

/
/

blackboard area, seven desﬁs were arrangeﬁ into two rows of
three desks facing each othé{ and one desk at the end of the two
rows. This group df desks w;; flanked by a bookcase which
separated the desks from the view of the reacing table on the
west side of the room. Another cluster of six desks was grouped

around a small rectangular table located in the middle of the
classroom. This d;;;ngouping was almost directly in front of
Mr. Bell's desk. Next, six desks in the shape of an "L" were
located on the east side of the room close to and facing in tﬁe
direction of the east blackboard. A large oval table which had
been used previously for the spelling test station was situated
to the north of this desk groupiug. A small bookcase formed a
barrier between the southern end of this grouping and the cook-
ing area. Just beyord the bookcase and toward the south-center
of the classroom, a group of four desks was situated in the form
of a square. This desk grouping was in close proximity to the

science center. A final grouping of three desks was located to

the north and west of the group of four desks. These desks were
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in the shape of a triangle. This desk group was flanked on—the

west by a round oval table .and a bookcase protruding into the
/: - . s
center of . the room from the windowed west wall. Mr. Bell's '

desk the reading table on the west side of the room and the

-" Ty

cubby-hole bookcase on the east side of the classroom remained

-t -

iunchanged in the new organizatignal configugetion (seetgigure e

-

2). " - ‘ ,

R -
a2 .‘A

The orgtnization of instruction cnanged drastically too.

'9‘\

v el

One of the most significant changes was the establishment of
seven "center" stations. A center ststion was a specific learn-
ing area in the room designated far the purpose of a study in a
c;ttain content by the children._irhe seven study areas were R
social studies, science, art, mathematics, spe11ing/handwriting, T
independent study, and language arts. These “study centers were
in addition to the reading group sessions which remained un-
changed unde; the new organizstlonal plan.
The chiidren no longer weke required to construct,time
schedules for when'they would work on their assignments in each

of the content areas. 'Now, €ach day Mr. Bell wrote a master

schedule on the front blackboard designating the times a center v

|
k3

group would work in each content area. - Each Q%ntent area was

not scheduled every day. When a center group was scheduled to

. work at a specific learning station, the group of children spent- -

between thrity and forty-five minutes working at that center.
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a. Reading Table h. " Free Standing Globe n. Door -
b. Desks i. Clock o. Counter
c. Teachers Desk j. Bulletin Boards p. Sink
d. File Cabinet k. Closet . q. Black Board
e. Tables 1 Screen r. Spelling Table
f. Book Cases m. Windows ,

Figure 2: Centers classroom organizational plan.
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The scheduling of instruction occurred on a rotating basis. That .7

is, one cen;er group worked at one learning station while each of

i

the other center groups was working at one of the other statioms.

On cue from Mr. Bell, each center'gtoup moved on to the next center
station. For example, if a center group of children began to work
in mathematics they would, upon cue from Mr. Bell, switch to the -

i

next center station, which was the science station. In like manner, 3

the children at the science center would switch to the independent

.study station. Mr. Bell controlled the amount of time, the -child- ,f

ren spent at each station and the movement of the children from
one station to the next.

As a result of the new organizatiohgl plan, Mr. Bell desig-
nated three of the desk arrangements as learning and teaching
seations. Most of the children d‘ntinued to remain at their own
desks_dering the reading period. But, at all other times, the
chiyéeen moved to various other degk positions as they worked at -
d{éferent center stations. Consequently, the new organizational
plan required{mech coordination of movement within the room for

the teacher and the children. The children had to move quietly

and remember to carry with them all the materials they would need

" at each center station, because they would not be allowed to go

back to thelr original desk to pick up their materials.
In addition to the reading groups, each child became a

member of two new grouping arrangements under the new organiza- i
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tional plan. The reading groups remained unaffeéted ugder the
new plan. The only signifiéant chaqgé in reading 1nsi#uction
was that everyone was scheduled for reading time from,8:45 A.M.
until 10:00A.M. each day. During that time frame, tbe reading
groups met periodically with Mr. Bell, the childrenlcompleted
their reading aséiénméuts, they'wént to the school library, and
they did their independent reading. There.were no exceptions.
The chilaren were not allowed to work in any other contenf areas

/

during the reading time period as they could under the old in-

structional schedule.
As prevfgﬁfly mentioned, the composition of the desk group-
ings was changed with the advent of the centers approach. Mr.

Bell maae a concerted effort to balance the heterégeneous group- .

'ings based on age/grade, sex, learning style, and the sociability

of each child. The grouping of children based on spelling abil-
ity was abolished. As an example of the new plan for grouping
children at th? various desk arrangements, Mr. Bell placed

Andrea, Missy, and Patty together in a group with four other child-
?en.l According to Mr. Bell, this was done in hopes that Andrea
and Missy would assist Patty when she experienced difficulty.
Andrea and Missy were identified by Mr. Bell as being "bright,
kind,...understanding, and willing to help others who were ex-

periencing some learning problems." Patty, as previously stated,

was a low ability reader. Therefore, Mr. Bell placed these childfen
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together in a group to use the strengths of Andrea and Missy to . ~

‘“4

help meet Patty's instructional needs. Other s milar arrangements//
were also made in ‘the classroom.

The second new group to which each child beflonged was his/her

e

"center" group. Mr. Bell formed five center groyps and identified
L - each group by a color: yellow, dlue, black, greep, and red. He
explained that in the formationrof’the gg:ter groyps "...1 tried

&«

looking who was (a) dependable worker, what you might say-above /

fate e

average. Who was a béhaviogrprdblem, who wasn't? |And I tried to '
look at their skills. I did not want to get children who could
‘ either antagonize\each other or would hﬁvg difficulty working to-
/ gether because they would talk a lot. I wanted a ture. Looking
at all things, I tried to accomplish what would be algood group or
/ acceptable group.”" /
In order to illustrate specific management aspects within the
&*hew organizational plan,‘a dqscriptian of each center \will follow.
The seven desks grouped at the front of the room were esignated as
the social studies center station. The bookcase flanking tgi;\érea
’ contained many of:tﬁé fourth and fifth grade social stydies mate-

rials. The social studies curricplum was determined by curriculum

' committees composed of teachers within Capital City's school system.

| . The material. .. Bell used to provide instruction to tke fourth
\ graders were a text, People in the Land, and another text about the

| Mid West State. With the fifth graders, Mr. Bell employed the




7

' Cy
Data Bank anq a text entitled Inquiry About America. The social

studies assignments Mr. Bell distributed, to accompany each of the *

/
/

materials, were in packet form. Each backet varied in size any-///v

where from one to eight pages. The packets consisted of queg}igns,

groups abéu; the ideas they were learﬁiqg. The,
ggld aﬁou;/ ﬁce per week. The only active 1e Mr. Bell took in

: weekly discussion ‘
sessions. In these sessions, he direct t%é questioning. \Mr. Bell
described the social studies discussidn questioning as follows: 'In
reading I've told you the tﬁinés I think are important. I try to
bring that out in social studies too. I ask comparison questiopa.\
critical thinking questions, fact questions. ...I try tc get those
three things into the soé;al studi?sx I try to have'the children ‘
say what reasons they think causgdﬂthis, what was done, how could
this hsve been improved? I try to make them th;nk. I ﬁave factual
questions, §#t I try to have more inferential questions and critlcal
thinking questions." At .times other than the discussion sessions,
the children were on their own to complete their social studies
as§$gnmen£s. When questions evolved about the content of an

ass;gnment, however, Mr. Bell often suggested various avenues for

thé children to pursue.
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The six desks located directly in front of the east black-

board were designated as the mathematics learning station. All
mathema%}cs work was to be completed at this station. The direc- *

tions for each child's math assignment were placed on the black-
board every day.‘rIn.most instances, two sets of assignmenté\\\
* -~ ~

were given: a fﬁurth grade assignment; and a fifth grade assign;\\\\

ment. Sometimes individual names of children with specific

directions for math next to th2ir names were written on the

/

ey
blackboard. During the time the centers organizational plan was

in/operation, Mr. Bell spent some portion of each day instruct-

~ \

ing the children at the mathematics learning station.
The cooking center did not change in éppearance under the

centers plan and was not used for the remaindgr of the time the

\

study was in progress. No explanation of the change was provided
C

-by Mr. Bell except that the end of the 'school year was ''closing

in fast." i' :

The science area changed little unéer the c 'nters approach.
The only significant changes>were the AaRearance of several
chairs clustered together facing the wese‘wall of the room, and a
change in the sp;cific science topic under\study. The chairs
were'useﬂ by ﬁhe children when watching‘films;rips, which
remained the pfincipal instructional mode in science under the

centers approach. The assignments for science were posted on

the front blackboard next to the master schedule for each day.
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- ‘ As in social studies, the children were given sheets of specific
questions to answer for-each filmstrip they watched; Once the
= gciencehassignments were compleéed the children turned them in to

Mr. Bell. Mr. Bell had almost no contact with the children at

this learning station. In fact, the only visible task performed

e =

at the station was to maintain order among the children.

P

;fé A round table in front of the windows on the west wall of /
the room became the art center. The childre;rwete asked to bring . ,
from home any paper containers or other materials that could be
recycled. Many items were placed all over the top of the table.
As the childfen completed their assigned tasks ag\éach learning
‘station, they were encouraged by Mr. Bell to visit the art center
and to create whatever they wished. Mr. Bell established the
art station so as to provide the children who completed their -
assigned work with an opportunity to express themselggg»in a
creative endeavor. Styrofoam paper puppets were one of the most
popular project items the children created. Again, as at
several of the other center stations, Mr. Bell took almost no
part in this area except to maintain cBhtrol over the behavior .
of the children. ' /
To gpe north of the art center, a rectangular table with
four chairs served as the independent study station. According

~ to Mr. Bell, he established the independent study center to

afford each child the opportunity to explore some aspect of the
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world that was of interest to the child and he/she wanted to
- T
learn more about the topic. ' 'The initiation of work at this
~ center began with each child selecting a topic. Each child was
free to choose whatever topic he/she wished to pursue. For
example, some children elected to make a study of their hobby.
/ * /
Each child was to develop a plan of study, conduct the necessary
research and work by using the various facilities of the school

and classroom, prepare a brief presentation of the topic, and

then make a presentation either to a small group of selected

>

children or to the whole class. Beyond providing thértime to
wérk'on the projects, checking[the plans if each child, and :
m;king periodic observations of the work, Mr. Bell initiated
little cont;ct with the children as they worked at the indepen-—
A dent study learning station. Basically, the children were on
théir own to plan, develop, and present their own topics. Mr.
; Bell exercised control over each chilé.at the independent study
f sta;ion only insofar as he stipulated a date for each child's
N | ° presentation to the class.

B v The operation of the other learning stations, spelling/

handwriting and language arts, remained about the same under the
/ centers approach as they had under the previous organizational
| plan.
| N
The last element of concern as regards Mr. Bell's organi-

zational plan was his management of the children's behavior.
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One method of control, the use of organized learning activities
in the various content areas, hag been described extensively.. \
A second congrol procedure Mr. Bell employed was the application
of classr;om rules. According to M;; Bell, a set of classroom
rules was established at the beginning of the sciwool year. The

rules.were developed by Mr. Bell with input from the children.i

The children appeared to have a well developeakiﬁéwiedgeiand

understanding of not only thehrdies but also the consequences
which would accompany any infractions of the rules. Consequently,
the atmosphere under which inhabitants of\the classroom interact-
ed was very amicable and sociable. Yet, the children were aware
of the behavioral limits within the classroom.

As for Mr. Bell's role in enforcing the rules, he appeared
to use restraint most of the time and in fact rarely did he
strictly enforce a rule. The only instances in which rules were
observed to be directly addressed by Mr. Bell was when the
actions of a child became_disturbing to others within the clgss-
room; Mr. Bell was not a tyrant nor did he appear to rely
heavily upon the rules to maintain control. ‘That is, ;e was not
continually harping at the children for minor transgressions ofﬁ
the rules. The children were extended an enormous amount of
respoq%?bflity for their own actions and freedom of?&gfement and
speech %}:,‘%yeir daily activities within the room. Mr. BTt

relied ofi the children's good judgment of right and wrong to
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govern their behavior and not upon the strict 1mposition and
enforcement .of the rules. Consequently, the children had a
healthy respect for Mr. Bell's authority and although a few
children often tried to push his patience éo the far limits the
children did not exhibit actions of disfespect for Mr. Bell or
for other members of the class. Each child appeared to respect
the rights of all other inhabitants in the classroom. *
In order to depict the atmosphere and control in“the class+

room, a'few of;the rules and their effects are presented. “For

example, the children were,allgyed te chew guﬁ’I; the room, but

-

anyone caught blowing a bubble would lose his/her privilege to

NM

ched'gum. The children were constantly chewing gum but not once
during the observational period was anyone observed blowing a
= bubble in the class. Another example of acceptable behavior was
“‘-~\\\\\\\\\\ soft talking between children at their desk groupings as they
worked on the varioué-assignments.. If the conversations became
;oo loud or Mr. Bell sensed that the children were not working

i

on their assignmenfs, he rang a bell he kept on his desk or at

tlie reading table. Then, he called out the riames of the offend- ’
‘ers and wrote their names down on his calendar pad. During that
day, if Mfl Bell had to speak to one of those children again he
required that the offender isolate himself/herself from the rest

of the class for a five minute period. The isolation process

usually involved having the children sit at the front of the '
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room facing the wall. The child was not to communicate with any-
one. At the end of five minutes, th; child returned to his desk
to resume his work. Duri#g the observation period, this action
occurred only_ane;-“Thé-childréﬁ were well aware of the class=-
room rules and did not make a practice of breaking the rules.

- The enforcement of these rules and others like them enabled Mr.

Bell to maintain a sense of order in his classroom.
- .

»

—

Mr. Bell as Organizer-Manager

The material presented in this chapter describes Mr. Bell's

perspective as an educator. The descriptions depict Mr. Bell as

——an individual deeply interested in organization and management

of instruction. Mr. Bell does not appear to fit the description
of a "teacher" in the traditional sense of the term. A teacher

is defined in the American Heritage Dictionary of the English

Language (1973) as one who "imparts knowledge or skill; or gives
instruction.” This is not to say or imply that Mr. Bell is a
failufe in the classroom. To the contrary, he so finely organ-
izes his clgssroom, the subject areas, the materials, and the
children, that instruction emerges from the organization. He

does not attempt to impart knowle@ge, but he does lead the chil-
drén to make discoveries. He guides children to obtain knowledge.
- For example, Mr. Bell was seldom seen teaching a reig}ng skill

such as drawing inferences. He did not, through example or
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practice, show the children -how to use one piece of information
from a story and another piece of information gained from theipf i

=

experiences to draw an inference. He did not ask the children#
"What do you infer from this?" He did not give the children |
several- statements and ask them to draw inferences. Yet, the f
children made inferences from their r;adings as a result of the
organization of the content of the reading discussion groups. Toe
The questions Mr. Bell posed demanded thaF the children use the
1nformati9n from the story and their past experiences to arrive
at satisfactory conclusions. As regards other elements of
organization, Mr. ﬁell knew exactly what he wanted the children
to learn and acqpmplish and so he planned each day so that his
goals would be‘i;hieved. Mr. Bell developed a schedule each day
around wﬁich the activities of the children revolved.

Mr. Bell is also a‘manager of instruction in the sense that
he determines the needs of\the children and attempts, especially
in reading, mathematics, language arts and spelling, to place =
each child at his/her appropriate level of ability. Mr. Bell
employs managerial abilities in order to monitor the activities
of the various instructional groups operating in his classroom.
» An individual lacking a high degree of management ability would

not be able to maintain the sophisticated sché&uling, the use of

~

multiple texts in various subject areas, the knowledge of which
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children had completed what assignments and various other

characteristics typical of educational management situations.

Mr. Bell possesses each of these traits and employs them in his
/
teaching.

<U()
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CHAPTER VI

THE CHILDREN'S PERSPECTIVE OF READING AND READING INSTRUCTION

The org:nization of Mr. Bell's classroém and the activities
surrounding t?e delivery of reading instruction, particularly the
reading group seﬁsions, were described in Chapter Four. The
descriptions of Mr. Bell's organizational structure for reading
instruction wefe furnished-so as to allow the reader an opportu-
nity to develop an understanding of the role and the magnitude /’

of importance that Mr. Bell ascribed to reading instruction witﬁ;

L PP

in his classroom. -

Mr. Bell's personal perspective of teaching - more specifi-
cally of teachirg reading ~ in an elementary school classroom
was presented in Chapter Five. The primary goal of that chapter
was to describe Mr. Bell's perspective of the academic climate,
the subjeét.content and the social communications which existed
as he taught the children to read and to apply the skills of
reading. Descriptions of many contextual elements related to
reading 1nstructionyin Mr. Bell's classroom were included in each
of these chapters. Some of the contextual elements identified
were: (a) the criteria, procedures, and proce#ses employed in
forming the reading groups; (b) the freedom of movement of the

children within the classroom; (c) the establishment of
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classroom rules for maintaining qrder; (d) the independence o% the
children to\gfhedule their time for working in the subject contents;
anjh(e) the accéggibilgty of Mr. Bell to answer questions during
reading instruction.
All of the desﬁiiptions of reading instruction up to this
juncture, however, have been decidedly one-sided. That is, the
descriptions have been based primarily upon the perspective of
7;heipléssroow teacher, Mr. Bell. The oﬁjective of the present
chapter .is to view the teaching ans learning Af reading from a 'ﬁ
different standpoint. The focus of| this chapter is on the de- \
scription of—the children's perspe7t1ve as regards their view of -

Mr. Bell's classroom in general and the reading instruction in

particular.

A Child's Perspective of Learning to Read
A child's perspective of reading is compnsed of a set of
personally co-ordinated explicit as well as tacit beliefs, ideas,
and actions. These elements of behavior are present as each

child interacts with a teacher and/or other children in problem-

atic learning and social(situations which occur within a class- '
room setting. A child' perspective of learning to read ib formed - 7

- }rom his/her total knowledge and understanding of the setting,
the content of the educational curriculum, and the social relation-

ships which are established within the bounds of a particular
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school and/éIééggaom. Moreover, a child brings to a.clasgroom
specific knéwledge and certain predispositions to learn to read
which are acquired as a result of living and interacting with
other inhabitants within a community, In a previous chapter, a
community was defined aaffhe city, neighborhood, and home envi-
ronments 1n‘wh1ch an individual lives and participates. Over and
above these environments, sometchildren have been exposed to
other perspectives as a result{of living in various geographical
locations. \ngh environment to which a child is exposed con-
tributes to the overall perspfsfive that the child forms.

\

Several factors which affect a child are of concern yhen

-

undertaking an in-depth description and analysis of the formation

of a child's perspective of leagning to read. The factors

.affecting the formation of a child's perspective of reading are:

e the child's academic and social background as well as
his/her academic and social position within the classroom
setting.\

e the éhild's description and characterization of the con-
tent and the process/procedures of learning to read.

e the child's representation of the formation, organization
and management of reading groups and other classroom
grouping arrangements.

e the child's aSilication of reading skills in the content
areas such as social studies and science.

e the child's development and employment of specific cri-
teria to evaluate his/her own learning in the classroom.

e the child's development of criteria to evaluate the

appropriateness of the beliefs, ideas, and actions of
other children and the classroom teachler.
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Children form their perspectives based upon their experiences
- both in and out of! school, upon their interaction with peers and
teachers, and upon activities and discussions in the home. As ' s
regards experiences within a school setting, children are guided
in the fprqhtion of their perspectives on learning to read by
several different teachers during the span of four or five years
at the elementary school level. That is, children often aee ex-
. posed to very differeﬁ; perspectives of teaching reading based
upon the knowledge, pgiioaophical beliefs and attitudes toward
- reading of individual teachers. The processes/end procedures
one teacher utilizes to deliver reading instruction may be
counter-productive in terms of helping a child form a perspective,
because the child has already begun to develop a eerspective
based on the instruction the child receieeq from another teacher.
For example, many teachers establish their reading instruction
upon the children's oral reading of the various basal reader
stories and the completion of the accompanying vorkbook ekgss and
worksheets. Children exposed to the daily repeaeed use of the
workbook materials tend to associate reading with the "completing

" in another instance, many of these game children

of workbooks.
view reading as pfoviding one word answers to-complete the
queséions in the workbook. Children exposed to the recuffene
fil11-in-the-blanks activities often identify the classroom read-

ing time as only that time reserved to finish the workbooks and
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worksheets. For these childfén;ypime which is spent reading a
/librqry book or a socialfst;éies tex. 1is not acknowledged as read-
o ing Jr all.
Qn the other hand, many teéchers organize their reading in-
struction around an open given and take discussion between the
j teacher and sé#eral\children. A basal reader story the children
; Qeée read is usually the theme upon which the discussion is
;ébhsed. Childrep who have been involved with discussing the con-
tent of a story with their teacher often speak of reading as

. "communication." That is, reading is thelexchange of words and

ideas between the story's author and the readers. Moredver, many

o

I

ofﬁthe;e children recognize reading time as any time the§ re;d‘
whether they read a ifirary book or a co;tent area text. Conse-
quehtl&, a child's perspective is molded‘by the beliefs, .ideas,
and actions of the classroom teachér for the period.of time the
child is taught by that particular teacher. Over the course of

an elementary school education a child is introduced to se?eri‘

o~
perspectives. A child's previous experiences influence the
o
development of his/her perspective’ of learning to read.
,/

Obtaining the Child's Petqpective of Leatn;_g:to Read’

One of the initial goals of this study was co obtain infor-
¢ !
mation about the beliefs, opinions, ideas, and actions of all the

A LaF

inhabitants Qithin a Eiecific elementary school $1a¢sroom abdﬁt=7x:\i
. B
S <
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¢ what the inhabitants understood to be the essence of reading,
vy reading instruction, «nd the application of the reading skills.
The views of the children, tﬁsrefore. were to be an integral com-

ponent in the development of a description and understanding of

e
s

what franspireq w}t?}ﬁ/a particular élassroom as regards reading
/’instruction. Wher the perspective of the inhabitants within a
' setting has beén ascertained, the teach%ng and learning of read
i;g in that setting is known.

Therefore, the folléwing is a description of the perspective
the children in Mr. Bell's classroom revealed through their
actions as they werqlobferVed during the reading time each day.
Irt addition tO the observglions. an individual 1nterv1e; with
twenty-six children in the classgooé was cogducged over the four

Y months of the ;tudy. Eight of the twenty child&ep interviewed
,participated in tw or more interviews. Of the eight children
, who participated - ure than one 1nte;v1ew %our children were
interviewed two times, three children tqok part in three inter-
views and onée child participated‘in four interviews. The pﬁr-
[ose of the interviews was to gather {{;ormation about each
child's pegponal perspective as conceLned learning to read and

LA

;pplyiﬂg the skill of reading in his/her every day life. Conse~
. /qyent{z;/thé information acquired from the obéervations and the

interviews is used to depict the children's viewpoints about

learning to read and about Mr. Bell's reading instruction.

- " , 206
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An interview withla chilq was scheduled to occur directly
after the child had attended %1s/her reading group discussion
session with Mr. Bell. The 1nterv19ws were grranged in this
manner so as to obtain the child's view of his/her reading in-
struction while the activities were still part of his/ﬁer con-
scious thoughts. Therefore, once a reading group session ended
one child from t;e group was asked to bring the reading materials
he/she was assigned to complete, by the néxt reading group
session, to the interview. The interviews were held in a quiet T

corner of the school library.

As a result of the observations and interviews, twenty indi-

vidual perspectives - sets of belie%s, ideas, and actions - of
o . . 7 ' .

reading and réading 1nstruétion were obtained. In'order‘to
organize, Qiew, and present the children's perspectives 1ﬁ‘a
coherent manner, a framewo;k consisting of three categories of K ¢
readets was‘established: (as the non-appliers; (b) the tacit
appliérs; and kc) the appliers. In ; brevious chapter, the
appellgtions, tﬁe definitioné and an illustrative description

for the categories were provided. The focus of this chapter is

to identify and describe in detail the perspectives of the chil-~ /

dren for each category of reader. ) ,

I3
4

Common Characters of the Children's Perspectives

¢

Befo:e viewing the personaixperspectives of seVeral 1ndivid-

ual children in each of the three categoriesAof readers, some

¢
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characteristics- which were common to all the children's perspec-~
tives are described.,,Seggra}/common characteristics seem to

transcend the categorieéwof readers in Mr. Bell's classroom.
‘The children recognized that Mr. Bell formed the reading

.groups based primarily on the 1ndf}ividua17 scares from the reading

«“ifiggsts he gave at the beginning/;f the séhool year. The children
e - did not understand completely their placements in specific levels *
of the MacMillan R Rquing grogram, but they expressed the view
that the children who attained similar test scores were grouped
together. In conjunction with the knowledge about the ﬁlacements
in reading groups, the chil&ren were able éo identify the general.
\ reading ability levéls of most of the inhabitants in thﬁ class. R
r Fo} example, githout exception, eacﬂichild was able to identify
his/her classmate who "experienced the most difficulty in read-
ing." The children‘mentioned considering two factors in forming
an appraisal of reading ability. The first factor was the text
level in the Mc:Millan R Reading program that each child was - u[
assigned bg Mr. Bell. According to the children ‘in the classroom, ] P ’
R the child éipqriencing the most difficulty in' reading was reading\z 7 |
in the lowest level redder text used in the classroom. The ’ /
" second factor the children employed to evaluate reading ability /
(r—~\,/ was how well each child read orally. The child experiencingbthg
most difficulty reading orally and .the child who read oraiiy most .

frequently to Mr. Bell ir the reading group diééussion sessions

. Q08 “
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was ldentified as the child experiencing the most difficulty in

reading. As concerned both factors, all the children in the

classroom identified Patty as having the most difficulty in read-

ing. The frequency of oral reading was in fact an accurdte'

measure of reading ability in the classroom. The two children

who were the most.frequent oral readers during the reading group

- s

discussion sessions were identified by Mr. Bell as the readers he

considered to be having the most difficulty in reading.
* In like manner, the children identified the "best reader" in

the classroom. Although the children lacked consensus-in select-

ing a specific 1ndiv1dua1 who read the best, they expressed the

~ A
unanimous opinion that someone from the Yearling Group was the

best reader. The children employed two criteria for evaluating

The first criterion mentioned was the ability

the best reader. -
" The

‘of a child to read orally "without making lots of mistakes.
children agreed that being able to identify and pronounce the

words was an important characteristic to be considered when

identifying the best reader. A second criterion the children

used to select the best reader was the frehyency and number of
) - 1

books a child read. For example, some children identified Lezlie

as the best reader "because she is alvays reading a book." Other

children selected Monica as the best reéder beqause she "reads
and often rereads the same story to'get the story better.

Other members of the Yearling Group who were identified as the
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best reader in the class were selected because they didn't make

¥

mistakes when reading aloud.

The infotﬁation on the identification of the reader experi-
encing the most difficulty and the best reader is presented to
sho;\tyat the children ia Mr; Bell's classroom appeared té \

establish a sophisticated system for evaluating the rgadiﬁg abil-

ity of various class members. Each child who was interviewé@ was

4
5\

aware 3 the performance of the other children in the class. T
As fegards other forms of instructional organization which
Mr. Bell en':;>loyed in the classroom, the ct}ildren were not able to
identify the criteria he used to g}oup_specific children together.
This was especiglly true~oﬁwghe "centers grouping" arrangement
tyat Mr. Bell developed for the purpose. of delivering instruction
in the content area subjects. The,childten-were un;ble to express
how'th; groups were formed. In fact, the c;iiaren wer; not con-
cerned as to why they were grouped with éertgin individuals and

not with others.;"The children seemed to be very accepting of the

groupings and understanding of the idiosyncraczies of various

members in the class., Very few arguments were observed to occur

" between the children as they worked together in the*various |

-

grouping situations.‘
During the course of the interviews, each child was asked to
describe dnd explain what work he/she had completed during the

«

reading group session. In most instances, each child explained
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the procedures Mr. Bgll followed. That is, each child usually
- \ -

accounted for the order in which he/she engaged in the various
accf\gcies with Mr. 11, but each child neglected to discuss
the cgﬁtent of the reading activities. After a child had ex-
plaiped the proceduresjhe/she was asked to describe the content N
of the readifg-group sessions. One activity most of the children
mentioned was the workbook pages they had been assigned. For tle
children working in the MacMillan R Reading.Program, the workbook
exercises were an integral aspect of reading in terms of time
they spent completing the reading assignments. Almost half of ‘the
time a reading group met with Mr. Bell was devoted to assigning
the workbook pages anq'reviewing the direction of the specific

/

E 2 . .
workbook acti¥ities. ' The children were assigned a specific

1 N 1

number of pages at each reading session. The number of pages .
which accompanied eéch story in a basal text was determined by the
authors of +he MacMillan R Reading Program. Mr. Bell usually

followed the recommendations of the‘Progrém' authors and assigned

all the workbook pages that were designed to \accompany a particu-

lar story. In most instances, four pages acc mpanied;gach story. )

The children Qeré required to submit .the cdﬁpleted workbook
exercises to Mr. Bell by é designated time - usually the next day

v -

5

schooi was in session.

. ~
The children were asked to explain not only the contént of

‘the assigned workbook pages, but also how they thought ,the

AN
Yo
by

N

i

\

\
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activities helped them in their reading. Most of the children
described the procedures and processes they were to use for
completing the reading activities on each assigned page. The
children, howeve;, were incapable of explaining the relationship
of each workgpok éctivity to the overall pro;ess of reading.

That 1s, many children expressed the view that no relationship
existed between gompleting the workbook activitiés and reading
tﬁé basal text story. For example, most childreﬂ were unable to
associate the workbook activities W1;b.1earning specific reading
skills which they would use in thé reading process. The children,
in fact, did not provide regsonS'for completing the workbook exer-
cises except for the fact that Mr. Bell required them to complete
the assignments. The entire process of finishiné the workbook
assignments appeared to be very mechanical: _The children were
iﬂcapable of explaining the meaning of é;mpletiqg the wori%ook
;gsignments. The workbook assignments appeared to Be;meaningles;

-

t& the children except to satisfy the requirements impoéed by the

teacher. ‘ . .
\ ,
\ The children also were asked when they completed their work-

\ <
book'assignment in relation to the other aspects of their reading
assignment, reading the basal text story. -Many children respénded

that they "do the pages before I read the story." Mr. Bell ex-

<.

- plained that the "bages were designed to be completed after the

children read the story. But, I know most do them before they

!
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read." The authors of the teacher's manual for the MacMillan R
Reading Program suggést,that the workbook pages be completed
after the children read their story. The workbook pages were
included in the MacMillan Program to provide the children with
practice in applying specifically designated skills of reading.
The ‘attitudes the children expressed about the completion of
the workbook pages paralleled the attitude Mr. Bell professed.

Mr. Bell, as was described in the previous éhapter, attached __

little value to the workbook pages and often criticized their

-

content. He did require, howévér, that the children complete thé
workbook .assignment because he was expected to providé.evidence
that the children in hisbg}assroo? had:completed thdir réﬁﬂrgg
workbooks. At the end of ;he schoo%vyear; Mr. Bell was to ac- - ’
count for the progress that each child had made ’during the school ‘
year.l Most of the children explained th:t Mr. Bell never r;view-:
ed the corrected workbook pages with, them. Apprarentl}; the
children's successes and/or failures on the'n;merou; workbook
pages were of little importance to the development of tﬂ; reading
comptehension ;kills Mr. Bell deemed important.

‘The abovg descriptions are examples of some common,elements
of the perspectives of reading and readiné instr;;tion which the

children in Mr. Bell's classroom revealed during the study. ,The

* next several sections of ‘this chapter are presented~as an

in--depth view of the individual perspectives of nine children,

‘
el
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three from each category of reader, in Mr. Bell's classrocm,

The Non-Appliers

The non-appliers of reading skills were identified as chil-

dren in Mr. ﬁell's classroom who: (a) were unable to name a

specific reading skill: (b) were incapable of defining or describ-

\ing the content of a reading skill; and kc) were inept when asked
to. apply a specific readi&g skill to complete a content area
asgignmenf. Three children were identified as-non-appliers:
Patty, Matt, and Shawn. Each of the non-afpliers was dealt wi;h
individually in Mr. Bell's organizational scheme for reading.
During the course of the 5tu;y, these three children did not meet
td!eéhe&'to receive reading instruction. On the csntrary, each
non-applier met alone with Mr. Bell to discuss the content of ;he
stories Mr. Bell assigned to each child. Patty, Matt, and Shawn
were not categoriz;d as non-appliers based on"a specific readihg
test score, but were judged to be npn-appliers on the basis of

\

their daily reading performance and activity in the classroom.

Ve " "Each child who was identified as a non-applier, for the

-
»

purpose 6f this study, was assigned to a basal reader text level
from\spe ﬁacﬂillan R Reading Program. When the school year began,
Patty aﬁd'Mhtt,bﬁwo children new to the Westside School enrollment

area, were grouped together in the same reading hroup. Initially,

they were reading from a low third grade level text. Mr. Bell

214 .
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quickly changed that arrangement, however, when he discovered
that Patty was unable to "read and understand the material” at
the same level of instructicn as Matt. Consequently, Patty was
removed from the group and was identified as a group by herself.
Mr. Bell assigned Patty a second grade level text fromxthe Mac~
Millan R Reading Program. . Shawn, a fifth grader, was assigned
to read from a lowi;ourth Jrade level text.

Mr. Béll commented that the proéress that each non-applier

=

made in reading during the school year .as 'very minimal." Patty
completedl‘2 only one text level and was beginning to work in a
secbnd text level by the end of the school‘year. Matt had com-
pleted three text levels frém the reading series_aﬁdtwas bégin-

ning to work in a fourth -text. Shawn had completed four sebarate

texts from the reading progfauh

Patty's PerspectiQe of Reading

At the beginning of the observation for this study, Patty was’
F ol

aésiéhéd’a third grade level text from the MacMillan R Program.

During the initial interview Qith Patty, she stated thgtrwhen she -

began working with Mr. Bell "1 got put back im a book that was a
llt;le easier."” She was unable to explain a reason for the méve;
but she indicated that ak\her previous school she had been read-
ing in "level twenty-eight" of that school's reading program.

Patty mentioned that she found the work in Mr. Bell's classroom
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to be "easier th?n the work I had at my other school.”" In con-
junction with this statemént, she provided the observation that
Mr. P=ll "gives you work in the lower levels so you can do work in
high school."”

Patty described reading as "the time I spend with Mr. Bell
reading out loud." To this description she added that the time
she speq: answer; g the questions in her workbook was~aiso reading
time. Sﬁe stated that reading time was provided by Mr. Bell so
"we can think about what (a) story is about and what it's tryimg
to explain." The content of Patty‘s oral reading was usually a

story from her basal reader text. In most instances, she had

read the material prior to meeting with Mr. Bell in the,readiﬁg’
N Ve

b , .
discussion session. Patty related that she read aloud to Mr. Bell

for several reasons. First, a story was read aloud "if we like
the story."” Next, Patty stated she read aloud "because it (story)
is short." A final reason Patty provided for reading aloud was

8o "Mr. Bell would hear me read and kn3¢ I understand what I

, / ‘
read." Patty equated reading aloud with understanding. Yet,

/ .
~ when Mr. Bell asked specific questiofis of Patty about what she
‘when Ar. Pt AT at

.

/
had read aloud to him she was frequently unsuccessful in providing

appropriate answers. When asked why she appegred to have diffi-

culty answering Mr. Bell's questions Patty admitted that often

she didn't "know what (the) words mean. "

’
4
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Patty's pattern of working with reading materials was often
erratic. While working on her reading workbook assignments she

completed the easiest parts of the pages first. Frequently, Patty

completed part of a page, then went -on to another page and finish—..
s :

ed what she knew there, and so on. She explained that when she”.
did not understand how to complete a specific exercise she askee
Mr. Bell to re-explain the page to her. Patty’ indicated that she
was not hesitant to seek Mr. Bell's help with her reading assign-
ments when she experienced difficulty. Patty stated thégishe com=
pleged her workbook pages before she began to read the a;signed
story, however. When she was asked to explain Fhe diregfﬁqne and\
content of some of her workbook exercises Patty was usualty able
to tell what was expected of her on'each page. She stateﬁ fhat
she did not know the reasons why the specific pages were essigned.
/
When Patty was asked to explain the workbook assignmentsaa day -
after Mr. Bell’ had explained to hpr what to do, she experienced
some problem. 1In these instances, Patty was unable to explain
-what she was to do or whx she was expected to complete the pages.
At this juncture of the interview, Patty sought the help of the
interviewer. .
Over the period of interviews Patty mentioned that she did
not read at home very much. She did indicate that sometimes she

read "easy books" to her younger brothers and sisters, but "nover

read to self." She said that there were a few books at home for
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her to read, but that "I don't like to read." Patty elabora;ed
further that neither her mother nor her father read to her but
that hér father did read "a lot of books on his own." During the
claagzggm recreational reading periods, Pagty sometimes pages
through b&oks looking at the Qictures. Most of hér recreational
reading time was spent complefing her math assignments, however.
Patty worked very slowly on all academic tasks. Hence;ziqfty did
little reading in books other than those specifically sgsiéned
in reading session or any of the content areas. 7

Patty acknowledged that the words she encuuntered during
reading time helped her in social studies and science work. Yet,
she was unaple to explain how. the questions Mr. Bell asked her in
- the reading discussions were of heip when completing the social
studies assignments. Patty did not actively participate in the
fourth*grade social studies group discussions. In fact.lduring
the four months of observations, Patty responded only on;e to a
.question from Mr. Bell in the social schfés discussion sessions.
Also, PattyAwas not required to submit written tnsyefs to Mr.
Bell's social studies question sheets, which wérexa;ed as the
basis of the discussion sessions. None of the fourth grade ' chil-
dren was required to submit written answers. Consequently, the
amount and quality of the social studies work Patty completed and
understood was not often checked since she did not provide

7

written answers go quedtions, almost never participated in the
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group discussions, and qeldom»ébught_help direcﬁly from Mr. Bell.
N G
_The only check Mr. Bell employed in. social studies, other'than

the discussion sessionst:wds an occasional te§t,f,He mentioned

2y
-

that Patty usually experiéﬁced difficdit&-on the tésts and éos— " .

— - s~

- ™~ - '-_4Z~

sessed only "minimal" understanding of what’ she had read and what® * -
. ., = I . .

was expected of her. - - i = .

.

A
i

Matt's Perspective of Reading .

~

When the observations for,this study cOmmenced Matt was
reading in a high fourth grade level text of the MacMillan R
Reading Program. Matt indicated that at the beginﬁigg\pf the.
school year t~ had not met alone with Mr. Bell to discuss the
aseigned readingsAbut éhat Paggy also met with them. He stated
that Patty, "can't read well and was rit into some other materials
in another group." Matt identified Patty as having more trouble
"with the words" than he did and that was why she was rémoved J

from his reading group. Although Mattfs approaches, experiences,
and "level in reading were somewhat different from Patty's (he end
. result was the same: He was unable to apply the skills of read;
ing as he worked to complete his work in content area materials.: -

Matt defined reading as '"understanding what I read." When

asked what he meant by the term "understand" Matt stated, "being

able to answer the questions Mr. Bell asked, to see if I learned

a lot from the story and if I understood...read." One feature of
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Matt's reading group session that was different from Patty's

usual session with Mr. Bell was the fact that Matt was not asked

to read orally as frequently as Patty was asked. Matt's reading

group sessions revolved around a question-answer format. Yet,

“like Patty, Matt experienced difficuriy providing appropriate

answers to Mr. Bell's questions. Whenever Matt failed to under-
stand the content of a story, Mr. Bell asked Matt to read from
the text to locate and/or substantiate his answers.

Two characteristics of interest evolved from discussions
with Matt about his reading. First, he expressed a dislike for
reading books because "the titles don't tell what's in the book."
His concern was tha£ the titles on the covers of many books didn't
explicitly represent the contents of the material inside the
covers. Therefore, the method he employed to identify a géod e
book was ''to page the pictures." He stated that 1fvhe“aia;'t
like the pictures or the book containgd‘no"pict;;es he would not
read the book. For Matt, the bi;t;res had to appropriately repre-
sent or depict th; ﬁook's title. For example when Maét expected
a book to be about one subject and the nictures represented a
different topic he refused to read the story. A second charac-
teristic of Matt's view of reading was his statement that pictures
in a book didn't help him understand the story. This assertion

appeared to be a contradiction to his statement that he selected

a book based on the pictures inside the book. He maintained that
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he didn't use the pictures to help him understand the story
anyway.

Matt defined reading time as any time he had to read in the
classroom. The procedures he employed to complete his reading
assignments were similar to the procedures Patty used. First,
Matt finished his workbook exercises before he read an assigned
story. But, he seldom asked questions pf Mr. Bell about how to
complete a specific workbook exercise. When Matt was asked why
Mr. Bell assigned the various workbook exercises Matt was unable
to provide an answer. He stated,’however, that the exercises
were unrelated to the story.he was to read from the basgl text.

Matt did not read ffequently during the recreational reading"
periods. Many of his mornings were spent in the school libra;y
looking from shelf to shelf but not selecting a book and sitting
down to read it. Matt stated, however, t*at he read a book at
home each night. He stated further that uis parents didn't
usually read to him but that his father did read "stories" at
night. Ohe aspect that Matt liked about Mr. Bell's classroom was
the "story time." Story time was when Mr. Bell read from a
1ibrary book to the children each day. This activity usually
occurred for ten to fifteen minutes directly after the children's
ﬂoon recess. Matt explained that he en'oyed listening to Mr.
Bell read. He also indicated that the sturies were usually very

interesting.
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Matt participated more actively in the fourth grade social
studies discussion sessions than Patty. Yet, his contribytions

to the question-answer s<ssions were not very informative or

pfoductive. Frequently when Matt answered a question Mr. Bell was

forced to select another child in the social studies group to

assist Matt complete an appropriate answer. Matt tried to con-

tribute answers but he often abpeéred to be confuseé. His ques-
tion answering ability in social studies was similéf‘to the
ability he exhibited during the reading.group sessions. In a
comment about the pictures in the soﬁial studies text, Matt indi-
cated that the pictures "kinda help with the story." Hefe§p1a1ned

that he tried to use the pictures "to know" the people he read
‘ /
about.

Shawn's Perspective of Reading \

Again as with the other non-appliers Shawn Gas assigned to

a text level from the MacMillan R Reading Program. Each non-

applier at the initiation of this study was reading in a text
that had a readability level equal to at least one grade level
below his/her actual grade level designation in Westside School.

Shaﬁg was reading in a low fifth grade level text.

Shawn's activities and understanding of reading instruction

were different from Patty's and Matt's understandings. Shawn

spent alwost no time reading aloud to Mr. Bell during the reading
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group sessions. As a result, Shawn was not céﬁ;erned with equat-
ing reading with the identification of words as Patty and Matt
were. '

Instead, Shawn described reading as knowing the main charac-
ters of a story and writing a summary of the story he had read.
This appeared to be an appropriate conception for Shawn since a
considefiile amount of the time he spent in reading group sessions
with Mr. Bell was devoted to answering detail and fact questions
about the story content. Most of Mr. Bell's questions were

concerned with having Shawn provi&e descriptions of the characters

"{6 the story. Questions were also asked about the climax of the

story. After each discussibn group Shawn was required to complete
an "extra assignmenti" An extra assignment wﬁs work to be finish-
ed along with the workbook exercises and the reading of a basal
text story. The extra assignments Shdwn received varied from

session to session. The primary foci of Shawn's assignments were

to writc a summary of a story in his own words ;nd writing the

climax of the story. Shawn pointed out that he was required to
use his own ;ords for each extra assignment becausé Mr. Bell did
not accept sentences copigd from the text as satisfying the ob~-
jective of the assignment. Shawn stated that Mr. Bell required
the writing of the story climax to "make sure ;e read the story."
Mr. Bell indicated that Shawn had great difficulty identifying

the appropriate climax and was usually unsuccessful in writing a
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summary. Mr. Bell claimed that th;i was why so much time during
the reading discussion sessions was devoted to discussing the
facts and details of a story.

Unlike Patty and Matt,)Shawn spent a part of each reading
period in the school library. Most often Shawn wandered among the
bookshelves without selecting a book. But, when he did select a
book qnd took the book back to the classroom he expende& most of
‘his time looking at the pictures and drawings in the book. 1In
fact, Shawn was never observed to be reading the content of a
library book he had.selected. One aspect of Shawn's behavior that
was of interest concerning the library books he selected was that
frequently he showed the pictures from a book to Mr. Bell. On
several occasions Shawn selected a book about racing cars. After
he had looked at a few pictures he walked to the front table and
showed the pictures to Mr. Bell. In such instances, Mr. Bell
' usually glanced at the picture and shook his head affirmatively.
On a few occasioné the two individuals exchanged conversation
about the picture. Usually Shawn returned to his degk'looking
quite satisfied and continued to look at the other pictures. When
asked about Shawn's progresg in reading during the school year,
Mr. Bell mentioned that Shawn was at least looking at books. At
the beginning of the school year Shawn had avoided selecting

books, even books just to look at. N
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Shawn claimed that he read at home each day. He was unsure
about the amount of time he speﬁt reading. ''Yeah, about half an
hour almost every day or maybe forty-five minutes or maybe an

»

hour." He stated that the books at home for him to read were "a

#

little hard sometimes." He identified the books as his dad's.
He stated that his father read "a lot" but not to Shawn or the -
other children in the family. He claimed, however, that his

father did read him one book, The Reluctant Dragon, " and then he

wrote down questions and I had to answer them on my own time...."
%

Shawn's effort in social studies appeared to be "minimal"
primarily because of his inabiliéy to read:well and to verbalize
his ideas of what he had read so the other members in his ;ocial
studies group understood. During the social studies discussion
séssions, Shawn always sat outside the discussion circle. He
participated infrequently in the discussions. When the children
in his social studies group were given assignments to complete,
they usually formed smaller groups or teams to work together.
Shawn frequently chose to work by himself, however. He explained
that when watching a social studies filmstrip with captions the
other fifth graders in his group read too fast for him to main-
tain an understanding of the content. Shawn was not able to keep
pace with the other children and still understand the filmstrip's

- cbntent. Consequentl&, Shawn talked about creatiag circumstances -

which allowed him to work by himself to complete the social
‘ *
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studies assignments. Several tiﬁes Shawn did not even attend the
social studies discussion sessions because he was in the school
library completing his assignmeﬁts. Mr. Béll maintgined that a
child who bhad not completed the social studies assignments was . -
not permitted to attend the social studies discussion session.

Instead, the child was to complete the assignment in the confines .'
of the school library. Shawn expressed the feeling that because .

he often w;rked alone and worked slowly he experienced little.

success in the social studies activities.

The Tacit Appliers

The second categori,offféé&ers 1dent1fiéd in Mr. Bell's
clasproom were the tacit appliers. Tacit appliers possessed
three identifying characteristics as readers. First a tacit
applier was incapable of naming a reading skill on his/her owm,
but when presented with sevéral names of reading skills by the
interviewer a tacit applier indicated he/she had heard of the
skill before. Next, a tacit applier was unable to appropriately
describe the content or define the meaning of a reading skill
when presented with the name of the skill. Finally, a tacit
applier was capable of using and zpplying the skills of reading -
with consistent regilarity so as to complete reading as well as
content area assignments. Seventeen children were identified as

tacit appliers in Mr. Bell's classroom. The seven.eén children
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comprised five independent reading groups with each group assigned
to a different level text of the MacMillan R Reading Program. 'The
text levels that the tacit appliers we;e“using during this study
eﬁcompassed a range from a low fifth grade 1e§e1 to a high sixth_
grade level (levels twenty-six to thirty-four).

_ A description of each tacit applier's perspective would -be
extremely time consuming and yield a large amount of repetitious’
information. Therefore, the reading pefspectives of three repre-
sentative members of the tacit appliers category of readers was
selected to be described in detail.. An attempt was made to select
a tacit applier from eaéh of three different tﬁgt levels of the
MécMillan Program. -

Mr. Bell 1dent1fied the reading progress. of the tacit ap-
pliers in the following way: "I'm really pleased with the per-
formance. I think a lot of them have learned tq answer questions
that involve some thinking....”" All of theM:aélt appliersqaé%é;
reading in text levels that were above their act 41 grade levels.
That is, all of the fourth grade tacit appliers were reading in
a fifth or sixth grade level text. Also, all of the fifth grade
taéitﬁgppliers were reading at a text. level intended for use by

sixth graders.

Andrea's Perspective of Reading oy

/

Andrea was a fourth grade child who was reading in a low

fifth grade level text of the MacMiflan R Reading Program. Andrea
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viewed a good reader as a person who "says it with expression.”
With this a4nd other statements Andrea seemed to equate reading
ability with oral reading effiéiency. She mentioned that the per-
/
son she considered to be the best reader in the class gﬁs the child
who read with expression and "followed all the punctuqéion - per-
iods, commas, you ;Pow." Andrea also said that knowiég "the /
words to read the story" was important. She explainéd that know-
ing the meaning of the words helped her to read the story and to
be able to answer the questions Mr. Bell asked'aboAt the story.
Andrea described the readiﬁg group sessions with Mr. Bell as
times_for Mr. Bell to ask questions about the stéry the children
in the grouﬁ read. She indicated that Mr. Bel} asked a lot of
questions and if one person in the group was Qnable to answer the
question Mr. Bell asked another person. Shelunderstood Mr. Bell's
objective in asking question; to be trying to get the children to -
understand what they had read. |
Andrea talked about a vocabulary pretest, also. She described
the pretest as an exercise in which "if(you want to read the story

you have to know the‘words.“

The vocdbulary pretest was a work-
book exercise in which the children matched underlined words in
sentences to an appropriate meaning of the word provided by the

gauthor of the workbook. Andrea called these "tough words." She

explained this to mean that "some (words) are hard to ,ronounce."

228

[



215

|

As regardsmgther exerLises in the workbook, Andrea indicated
that the chi}dré;zin her reading group asked Mr. Bell a lot of
questions about how to complete the various exercises "cause we
don't understand.” She also indicated that she didn't know why
she was asked to complete the workbook pages. She expressed the
opinion that the exercises "usually have ng;hing to do with the
story." Yet, she stated that she "used knéwledge (gained from the

A

workbooks) on a test." / 'rea explained that at the end of a
reading text level Mr. Bell ga;e the group a test from the back
,pages of the workbook. She said she used the knowledge she had

gained from completing the individual workbook exercises to answer

+ the test questions. The tests pertained to specific reading skills

but Andrea categorized the exercise as ''gaining kno%ledge" not

"\

During the observation period of this study, Andrea's reading

necessarily understanding reading skills.

group was assigned two different types of "extra assi nments' at
various times. Mr. Bell asked the children to comple;e the
illustrations for two stories and to writc the climax’fér another
story. _Andrea explained that the extra assignments were Mr. Bell's

attempts "to see if we know what goes on in the story." She

stated, "We do illustrations to see if you know what goes with the

.pictures." To complete the illustrations activity, the children

select a sentence from the main text of the §tory to match or

explain the picture which accompanies the text. Andrea indicated
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that in most of the reading she had completed she did not use the
pictures in the stories to help her to gain an understanding of
the meaning of the stories. ’

_ When Andrea finished her workbook a;signments she usually
began reading a library book at her desk. She explained that she
usually read a book foglwriting a "language story." In order to
complete her language assignments, Andrea read a book and then
wrote a story about the story‘she had read. She explained she
often wrote a story about ope of the characters from the book.
Andrea indicated, however, that she did not read much at home.
She meutioqed that her little sister (first grade) was beginning
téiggad, bu;iﬁhat she (Andrea) did not read with or to her sister.

Andtea's}agcialistudies activiéies were limited almost en-
tirely to compibttng the questions Mr. Bell provided. During the
social studies discussion sessions, Andrea participated bué‘was
usually not an actgvé discussant. In fact, she responded only
when called upon bx Mr. Bell. Andrea indicated that she saw no
relationship between the kinds of questions Mr. Bell asked in the
reading discussion sessions and the questions he asked during the
social studies sessions. She equated social studies with obtain-

ing factual information about people. Reading time for Andrea was

the time to understand the "climax or high point" of a story.
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Gini's Perspective of Reading

5ini was a fourth grade child who was readiﬁg in a high
fifth grade level text. She was one of four members ;f her read-
ing group.

According to Gini, Mr. Bell assigned stories to read so ghatl
the children would "get the important parts or the high point of |
the story." Gini stated that Mr. Bell knew when a child ﬁnder-
stood the high point of a story by the way the questions were
answered during the dis;ﬁssion session. Gini also-indicated that
Mr. Bell usually asked the children in the reading discussion
group to "think of another name for the story" they had read and
to write that name in tﬁeir workbooks. In addition to the name,
Gini mentioned that Mr. Bell asked each child to present verbally
a ieason for Selecting his/her name or title. From this informa-
tion Gini tﬁought that Mr. Bell was capable of knowing whether or
not each child had understood the story. Moreover, Gini maintain-
ed that Mr. Bell assigned the extra assignments to the reading
group "to see if you understand what the high point is. What the
story was talking about.” From this description, identification
of the climax or high point of a story was Gini's basic goal in
reading.

Another aspect of reading instruction that concerned Gini was

vocabulary. The vocabulary pretests Mr. Bell assigned from the

workbooks were "pages given to help you understand the vocabulary.
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If you don't understand (the words) in the story go back here

~ (workbooks) and\read it." Gini maintained that "understanding

concepts" uas\imQthant to her reading. Gini, also, used the
pictures in the st;r}es "to help understand the story.”" In con-
junction with this statement, Gini stated that she often "formsL
images" while she read to help her with the content of a story
even though."the autﬁor‘s pictures and my pictures would be
different."

Unlike the other children in her reading group Gini did not
complete her workbook aésignments before she read the assigned’
story. She stated that she rcad the story first "because the
workbook is dependent on the story sometimes.'" Gini was the only
tacit applier interviewed who acknowledged that a connection be-

tween reading the story and completing the workbook existed. In

fact, Gini claimed that she read each story two times - "the

" gsecond time to look for important parts" - before beginning her-

workbook assignments. The second time she skimmed the story. .

-

But, she expressed that she needed to read the story twice in

order to be able to answer Mr. Bell's questions during discussion
and to be capable of completing the workbook exercises.

In social studies discussion sessions, Gini was an active
discussant. She actirely sought to answer Mr. Bell's questions

and worked hard to prépare appropriate written answers. Gini °

arrived at each social studies discussion session well prepafed

.£
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to participate., Gini expressed that "things in reading were

similar to social stulies." What she meant was that the types of

questions and the discussion format Mr. Bell provided during the -

‘readir.g discussion sessions were very much like the questions and

format he established in social studies. Gini 1nd£Ehted that what
she learned in reading she used in both larniguage arts and social -
studies. For example, she stated that the knowledge she obtained .
in reaéing about suffixes she used in writing her stories in
language arts. Likewise, she made comparisons of various story
characters in reading and she employed the same technique in
making comparisons of the people she studied in soclal studies.
Gini also made a parallel comparic-n related to the way Mr. Bell
assigned report card grades in reading and social studies to each
chifdw'-Gini explained that the grades were based on each child
submitting completed assigﬂggg;s on-time. Childrer. who consis-
tently failed’fﬁ’gaggizlpapers on time received lower grades from
Mr. Bell according to Gini. Gini said she tried to submit a1li of

her work to Mr. Bell on time.

Laura's Perspective of Reading

Laura was a fifth greade child who was reading in a hléh
sixth grade level text of the MacMillan R Reading Program. The
reading group of which Laura was a member was composed of a total

of three members. This group of tacit applie*s performed in
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reading very much like the appliers group members with the excep-
tion that each child 1; Laura's group had difficulty defining or \
describing the content of the various reading sk.lls. The chil- |
dren were capable of naming specific skills but were not able to
accurately tell about the skills they named. The perspectives of
the members of Laura's group appeared to be more sophisticated

and more developed than the perspect;ves of the other tacit
‘appliers.

When asked to define reading, Laura mentioued two character-
istics of reading that we;e different from the definitions ex-
pressed by the tacit appliers in other reading groups. First,
Laura stated that reading involved the creation of moods between
a story's author and the reader. Otl.er members in Laura's group
substantiated her position by citing the fact that Mr. Bell often
asked the children "to tell the mood of the characters” as situa-
tions developed within a story. For example, "We read a cockrobin
story, and the cockrobin died and we talked about the feelings of
the town...in the story." The second aspect Laura mentioned was
the fact that Mr. Bell encouraged her and the other members of her
reading group to express their "own feelings" about the content of
a story. In addftion to these two aspects of reading, Laura
stated that Mr. Bell's purpose in asking questions was to assist
the children to understand the content of a story. She also‘

thought Mr. Bell asked questions "to see who didn't read the story."

N
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Laura expressed the view that the "things in reading are
similar to social studies." With this statement Laura identified
the kinds of questions, the discussions and workbook exercises she
experienced in reading instruction as the same t;pes of activitie;
she had during social studies instruction. For example, the read-
ing group participated in two or *‘ ‘ree reading discussions each
week and "social studies has queétions." Laura stated that the
new assignments in social studies "are in tealiy big packets." A
packet consisted of several pages of questions, mapé and charts
the children were to complete. Laura pointed out that the types
of questions Mr. Bell asked in reading he also asked in social
studies. *Yet, the content of the two subjects was usually very
different. She stated, however, "we dicsuss more things for
reading.”" Laura presented a comparison between Mr. Bell's ques-
tions and the questions her social studies group was assigned from
the social studies text. "Well the book question has like really
dull words, well they're more sophisticated and the ones Mr. Bell
has aren'?vvery sophisticated." When asked to explain this
statement Laura said, "Well he (Mr. Bell) doesn't use very big
- words and they don't have...really big meanings." She indicated
that Mr. Bell's questions were "easier."

Another point addressed by Laura was that in both reading

and social studies Mr. Bell encouraged each child to substantiate

a statement he/she had made or a position he/she had taken. Laura
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cited the time when she disagreed with Josh about a stéiiment he

had made in social studies discussion group. At that time, Mr.

/
Bell asked Laura and Josh to provide information to support the

argument each child was adva?éing. Laura said she got her social

studies book and read the ihformafion and wun the argument.

£
Vi

" The Appliers

The third category of reader identified in Mr. Bell's class-
room were the appliers. An applier was defined as an individual
who indentified reading skills,'aé ‘ned and/or described the
skills, used the reading skills to :omplete assignments, and
applied the skills independently when reading materials for plea-
sure. Six children were categorized as appliers. Each applier
belonged to :the Yearlirg reaiing group. Five of the appliers
were . {fth gs:-iers and or2 chiid, Monica, was a fourth grader.

Since the beginning of the school year, the Yearling Group
members were assigied to read various library books for the read-
ing group discussion sessions. As previously described the mem~
bers read and discussed the books together. Some of the books

read were: The Yearling; Caddie W;odlawn; and The Bully of Barkum

Vo
4

Street.
Mr. Bell stated thac all members of the Yearling Group were
"reading well above grade level when they came into my room.'" He

added, "I think of all tne kids I've had in this group (Yearling
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Group), T feel very comfortable that they've progressed and not
stayed the same or gone down." The only objective way Mr. Bell
measured the progress of the Yearling Group members was by admin-
istering a test on the content of each book. The test was given
after all the reading and discussion for a specific book was com-
pleted. This measure of progress was unlike that used with
members of other reading groups, however. When the members of
other reading groups completed one level of the basal text program
they were aésig;ed to the next higher level text of the program.
The MacMillan R Reading Prograh is based on a continuous progress
model in which the stories in‘the next higher level text are
written at a more difficult r%é?ability level (Smith & Wardhaugh,
1975). Mr. Bell's selection o& i{?rary books for the Yearling
Group was not based on any formal c;\brganized system of measuring
readability. Therefore, an objeétive and systematic measure of
féading progress for the Yearling Group members was not under-
taken. Reading progress for the Yearling Group members was based
primarily on Mr. Bell's subjective observations.

The reading perspectives of three of the six appliers are
presented below. The perspectives of Josh, Paul and Heather were
selected because they appear to be representative of all the

uappliers. The perspectives of the appliers are different from

the perspective of the other two categories of readers.
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Josh's Perspective of Reading

./ Josh defined reading as "comﬁrehension and knowing how to
find out things and thinking creatively.”" Josh viewed reading as
"“you don't have to have one right answer." He stated that Mr.
Bell never talked about reading skills, but that Mr. Bell taught
reading skills so the children in the Yearling Group would be

"...able to read books...be able to pronounce certain words." He

~added that reading skills were taught "for the comprehension and

so you understand...life." Josh elaborated oh this by stating
that he "used comprehension skills in social studies" even though
he mentioned that in social studies "you memorize facts."

When Josh was asked to identify and explain a comprehension
skill he used in reading and social studies he said that Mr. Bell
asked him to "make a comparison between Jodi and Penny." Jodi and

Penny were two of the main characters in The Yearling. Josh ex-

~ plained that making a comparison was "selecting facts about each

person that were alike." He added that in social studies ''we
make comparisons about how the colonists lived in the New World
and how they lived in England." When he was asked to define and
describe another reading skill Josh séated that putting things in
sequence was "telling the order in which things happen." Josh
proceeded to list several events from The Yearling in the order

that they apparently occurred in the story.
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According to Josh, "People not in the Yearling (Group) didn't ' .
pass the tests'" that were given at the beginning of the school
year by Mr. Bell. Josh said that the children in the Yearling

(5-
Group were "not necessarily better at reading but we read a little

' Josh explained his statement to mean

more complicated things.'
that "we read things that have words that the other people might
never of heard before." Another point Josh made was that the

Yearling Group members "read a variety of books." Different books

were read "cause thev're good books and they were interesting

. stories." Josh claimed further that Mr. Bell asked the Yearling

Group members to read the library books "because he thought that

4

those reader books (basal reader texts) are too easy for us."

Josh added, "The stories might be good for us but the workbook

stuff would be too easy for us." When asked to clarify this
statement Josh responded, "Cause we essentially knew everything
in the workbook." Josh maintained tha£ "reading things you like
is important in order to perform well."

The freedom and-responsibility Mr. Bell supported in his
classroom was afpreciated by Josh., When asked to explain how Mr. “
Bell assigned report card grades in reading Josh said the grades
depended on "getting stuif (assigpments) in on time and how well
you express your feelings." Josh stated that "{f you goof-off"

Mr. Bell took away the freedom. Josh indicated Mr. Bell was

"gtrict" with regard to assignments being submitted on time.
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Josh was an active and verbal participant in the social
studies discussion group. He freely expressed his feelings about
the tdﬁics under discussion even though he was not always accurate
in his statement of the facts. He appeared to base many of his ..
p;oclamations upon opinion. Several tiﬁqs during the observation -
period Josh was forced by other classmates to w?;hdraw his argu-
ments because he had relied too heavily upon his opinions and had =
not properly assimilated the facts from his:reading. Some chil-
dren readily accepted Josh's declarations during the social

studies discussion sessions, but most members of the Yearling

reading group challenge& Josh to support what he said.

Heather's Perspective of Reading

Heather maintained that oﬁe of the reasons Mr. Bell had the
Yearling Group read books "was for reading skills." She said the
reading skills "help you read better and like practice makes
perfect." According to Heather, a good reader was "if you read
out loud and 1§ you understand what you're reading...better with K 3
meanings of words...." When asked what reading skills she
learned Heather mentioned "the mood of a story, ...vocabulary,
how thesguthor feels." She also acknowledged that reading a .
story helped to develop the reader's feelings. For example,
Heather expressed the thought that Mr. Bell encouraged the Year-

ling Group members to tell how they felt when Jodi killed Flag

in The Yearling. She claimed that knowing the mood of a story
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was important "to help you understand the story better." Heather
explained "but some books if you read 'em you can't understand
what they're trying to make you feel." She added, "Well in cer-,
tain books like The Yearling just the words help you feel what's
going to happen next." She stated that the author of The Yearling
was trying to make the reader feel "mostly sad and angry."

" Heather also mentioned that Mr. Bell often required the Yearling

" Group members to make comparisons of different incidents in the
book. The example Heather stated for illustrating the making of
comparisons was to tell how Jodi felt after he killed Flag and
then what was his feeling when the rattler bit Penny.

In describing her social studies activities Heather explain-
ed that the work she completed was_similar to the questions shet
worked to answer in reading. She stated that in social studies
"the questions are mainly looking for facts...but you have to
read carefully ;nd think about what you'-e reading so that you
can find the answers.'" Heather maintained that during the read-
ing discussion sessions\the tasks were identical. )

Heather was not an active participant in the social studies
discussion sessiens, but she worked hard to compile answers to
the questions Mr. Bell provided in the social studies packets of
materials. When Mr. Bell directed questions to Heather she re-

sponded with appropriate arswers. Although Heather expressed

disappointment that Mr. Bell did not collect the completed social




cussions.

Paul's Perspective of Reading

Paul stated that "reading gives you better skills." He ex-
plained this statement to mean that through reading different
books "reading comprehension...understanding the words and 1deAs
of the story" are developed. Main idea was one.skill Paul dis-
cussed. He defined the main idea as "it's like what mainly
happens in the chaﬁter." His concern was not with explaining one
main idea in a story or book but with the notion that each chapter
in a book might contain a main idea. He added, "Not every chapter
has one. Some ch;pters kindaulike have the main idea carried on
from a different chépter." Another skill Paul mentioned wasAthe '
development of a character personality in a book. He stated,
"After we read the end of the book we're going to have to tell
how the main characters have changed since the beginning." He
. explained that this task helped him to "understand the story
better."

Paul liked the readiné discussion sessions. He stated

several reasons for liking the discussions. First, he liked to
X

-t
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learn from other members in his group. He ékated, "i{f you hear
what they think or what a scene looked like to them you can
sometimes get a better image so you have a better éicture in your \\
mind about what was going on." He added, "because you get differ-
ent people's opinions and you know what other people feel. You
get to know how they feel...you get to know a person that way
sometimes.” Paul explained that discussing a point in a story i
often "helps othars to see the answer." Next, Paul liked the u_
discussion sessions because Mr. Be%l's questions "make you think
about what you've read...and helps you to get a better under-

.
standing of the whole story." Mr. Bell's questions helped Paul
to understand the content of the story. Paul claimed the "ques-
tions helpe@ in reading comprehension." Finally, Péul liked the -

-
reading group discussion sessions because "you get different

titles so you know wh;t is good...when you thought they were

really bad or not that interesting." : : .
Paul Sgintained that Mr. Bell asked questions during the

reading discussion sessions for two reasons, First, Mr. Bell

asked questions as "kind of a cheéck on if you read it (story)."

Paul indicated that the questions were the only way Mr. Bell knew

which children were reading and undérstanding the assignment and

which children were not completing theif«work. The second

reason Mr. Bell asked questions, according to Paul, was to ascer-

tain "what you feel about things." Paul explained that the
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answers the children provided to Mr. Bell's questions "helps him
(Mr. Bell) ;nderstand how You feel and it “2lps him understand
us."”

As regards social studies instruction, Paul stated that Mr.
Bell's questions "ﬁelp me understand because the questions make
you think more about what you've read so you sometimes go back
and read it again and you get more underst;nding." When asked
where he got his answers to the questions Paul explained Jmainly

-»
you can g8et the answers from just thinking about common sense and

i from what we have read in other things."
The above descriptions of the perspectives of individual
children in each category of reader hopefully has provided the

| reader with insight about how children view and understand what

transpires Quring reading group discussions. With these insights
and the knowledge acquired from the preceding chapters, the task
F in the next chapter is to make some concluding remarks about the
. reading instruction as it occurred in Mr. Bell's classroom at

E Westside School.\ Also in the =2xt chapter some limitations of

|

! this study are stated. Finally, recommendatiions for future
research in the areas of réiding skill instruction, organizational

. planning.and children's perspectives of reading instruction are

presented.
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CHAPTER VII

LIMITATIONS AND CONCLUSIONS

The objective of this chapter is to present some of the
limitations and conclusions of .this study. In addition to the
limitations and conclusions, a discussion of implications for
juture research as regards the observations and descriptions of
this particular study are provided. Before presenting-these dis-

cussions, however, a summary of.the study is presented.

Summary

The purpose of ghis study was to discover the cultural know-
ledge the inhabitants £ﬁ one elementary school classroom had about
reading and’reading insttuction. To be more specific, the intent
was to discover the beliefs, ideas, and actions, the cultural
knowledge, the inhabitants had aboLt the acquisition of reading
comprehension skills during reading instruction and the apﬁlication
of those reading skills during social studies instruction.

This study was conducted in a small city of a Midwestern
state. The elementary sgﬁo&l‘in whicb the study took place is

R ,\
located in a "middle and upper-middle c"'l‘aé's"' neighborhood on the
"‘. ) v
west- side of the city. The study was conducted in one self-con-
tained classroom where one male teacher and twenty-six fourth/fifth

grade children interacted.
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This study was an ethmographic inquiry in which the tech-
niques of observation and interviewing were used to gather infor-
mation about the knowledge the inhabitants possessed. Daily.
observations of reading instruction were conducted over a four
month period. Besides the observations, interviews were conducted
with the inhabitants in the classroom. Three interviews were con-
&ucted with the elassroqm teachef and the school principal was
interviewed once. Individual interviews were conducted with
twenty of the twenty-six children. Several of the children were
interviewed more than once creating a total of thirty-seven inter-
views. An interview with each child was conducted directly after
the child had received instruction in his/her reading discussion
session with the classroom teacher. .The content of a child's
interview focused on the beliefs, ideas, and actions the child had

about reading and social studies instruction. Moreover, a child's

‘understanding of other classroom activities and transactions

_occurring during the reading and social studies instructional

periods were also obtained.

The focus of ehe daily observations was on the reading group
discussion sessions that the teacher conducted with each of the
nine reading groups he had established in his clasroom. Eight of
the reading groups were reading from texts of the MacMillan R
Reading Progéam. The remaining group was reading from a library

book, The Yearling. In addition to the direct observation of the
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reading groups, each of the thirty-nine reading group sessions
that were observed, were also tape recorded. ‘%ocial studies in-
struction, as itnoccurred during the four month period, was also
observed and recorded. o

The purpose of the interviews was to obtain information so
as to discover and develop an uunderstanding of the perspectives of
r-ading and reading instruciion of the classroom inhabitants. Mr.
Bell, the classroom teacher, had developed a perspective which
revolved around the use of discussion of story content to teach
reading comprehension skills that he deemed important for life-long
reading. Although he used the MacMillan R Reading Program texts
to deliver .instruction he developed his own set of comprehension
skills for the children to learn. The skills Mr. Bell taught were:
(a) getting the main idea; (b) drawing inferences; (c) making
comparisons; (d) placing facts and events in sequence; (e) identi—
fying and describing the traits of story characters; (f) under-
standing the theme of the story; (g) identifying the mood; (h) re-
cognizing the climax, and (i) thinking critically. The queéglons
Mr. Bell asked during the discussion sessions focused on teaching
.nd learning these skills.

1 addition to teaching the reading skills; Mr. Bell organ- .

ized his social studies instruction around the practice and

(“application of reading skills. Like the reading discussion ses-

— -~

sions Mr. Bell also conducted social studies discussion sessions
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Al

in which questions emphasizing the use of the reading skil}s were
asked. i
Mr. Bell also focused his attention on organizing and manag-
ing his classroom. He initiated several grouping plans for chil- -

dren. One grouping plan was established for classroom seating.

Another grouping plan was developed for i: 7ruction using a

centers approach to teaching and within that plan two separate
social studies groups 2xisted which were based on the grade levelsw\
of the children. A third grouping plan was implemented for the
various reading levels of the children to receive reading instruc-
tion. Mr. Bell was identifier as an organizer-manager of instruc-
tion and no* as a teacher in the traditional sense of the term.
finally, the children's perspective of reading and reading
instruction and social studies was obtained. Three categories of
readers were identified: appliers; tacit appliers, and non-
applieys. The non-appliers were children who were unable to name,
describe, and apply the reading skills. Three non-appliers were
identified in Mr. Bell's classroom. The tacit appliers were chil-
dren who could not name or define a reading skill but who were
capable of applying the skills during reading instruction as well
as during social studies instruction. The appliers, six children
in the classroom, the third category of readers, were capable of
naming, defining, and applying the reading skills. The perspec-

tives of children from each category ot reader were obtained and

{
'

described.
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Limitations

Every study has linitations and this study is no exception
The limitations that are cited here apply to the procedural aspects
of this study. 1In particular, the limitations are all related to
or associated with the concept of time. No attempt is made to dis-
cuss all the limitations that are inherent in the selection of the-
paradigmatic model of qualitative research in general and ethno-
graphy in particular. This is neither the time nor the place to
embark on a philosophical disucssion or defense of one model of
research over another. The investigator is cognizant that limita-
tions exist in whatever methodology one selects to conduct a study.
The investigator acknowledges that limitations of ‘a general nature
do exist in the qualicative model. The intent of this section,
then, is to present specific limitations of this studx.

As already mentioned, the limitations of this study appear to
be related to the time parameter. First, the fact that the study
was conducted in early Ma;ch to early June was problematic in
relation to understanding the formation of the children's perspec~
tives. The investigator cannot account for the influence of the
classroom upon the formation of the children's perspective. For
example, there is no way to ascertain the influence Mf\ Bell had

\

upon the appliers and their notion of reading skills. Ideally,

this study would have been strengthened by being conducted from the
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beginning of the school year and carried on throughout the school
year.

Second, the observation period of four months was a limita-
tion. This was so for several reasons. Although a total of
thirty-seven interviews were conducted, thirty—thfee with the chil-
dren, only twenty of the children in the classroom were interviewed.
Six children were never interviewed even though they were observed
in the reading group discussions. Eight children out of the
twenty children interviewed were interviewed more than once. 1In
several instances, more time to verify statements of children who
were interviewed early in the observational period would have been
helpful. Several questions about the children's perspective that
were raised 1ate§ in the study could not be verified beyond one or
two individuals within a specific category of reader.

In addition to questions raised about the children's perspec-
tive, questions about the activities of some reading groups were
also raised but were not verified because insufficient time was
available to observe the readiné groups in discussion sessions with
the teacher. Two factors realtive to time were evident here.
First, three of the reading grou)s were observed in their discus-
sion sessions less than a total of thirty minutes over the fifty
days of observation. Each group met for more than a total of
thirty minutes over the four month period of observations, but the

observer was often interviewing individuals from other reading

2,0
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groups at the time these particular groups were meeting. Second,
interviews with the children in the groups with the least amount
of observed discussion time were interviewed a fewer number of
times. Even though rgading discussion groups were observed for a
total of thrity-nine sessions a greater period of time for this
study would have allowed more observations of the reading discus-
sion sessions.

A final limitation related to the concept of time was the
limited number of teacher interviews that were conducted. A longer
period of classroom observation would have permitted more oppor-

tunity to discuss classroom transactions with the teacher.

Analysis and Interpretation

As regards this ethnographic study, the primary purpose of the
study was to discover and understand éhe cqltural knowledge the
classroom inhabitants possessed about reading and reading instruc-
tion. A secondary purpose of the study was to identify and de-
scribe some of the contextual factors which influenced the teaching
and learning of reading in one elementary school classroom. In the
process of describing and examining the data from the observations

and interviews conducted for this study, interpretations of the

data were ongoing and presented as an integral part of the descrip-

tions. In relation to this activity, Geertz (1973) states, 'that
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what we call our data are really our own constructions of other peo-
ple's constructions of what they and their compatriots are up to....
Right down to the factual base...we are already explicating..." (p.
9). In addition to this position, Geertz also claims that regard-
less of how naive or objective an investigator attempts to be, he/
she still brings to a situation certain notions, expectations, or
preconceptions of the culture which he/she is observing. By denying
or camquflaging the existence of such notions, the investigator's
observations and understanding of the culiture would be hiased and
discredited. In this study, an attempt was made'to maintain an
objective outlook when obtaining the data about the inhabitants'
knowledge of reading and reading instruction even though the in-
vestigator's background and knowledge of reading and reading in-
struction was highly developed. Although specific segments of this
paper were not identified as interpretative in natuye, the reader
must acknowledge that the presentation of the data, tﬂat is the in-
vestigator's selection of whatﬂis presented and discuss;d, is in
fact the investigator's initial 1nterpretat1§n of the inhabitants'
cultural knowledge. Ceertz (1973) elaboratés further on this topic
by adding that "anthropological writings are themselves interpreta-
tions...ethnography is thick description. What the ethnographer is
in fact faced with...is a multiplicity of complex conceptual struc-
tures, many of them superimposed upon or knotted into one another,
which are at once strange, irregular, and inexplicit, and which

he must coutr.ve somehow first to grasp and then to render" (p. 10).

RS2
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Wolcott (1971), however, states that individuals doing ethnography
in school settings in which they have been a "former inmate' or in
which they have a vested interest as a ''zealous reformer' must use
caution in rendering interpretations, stating opinions, or making

suggestions for improvements in the school situation. In addition

to his own remarks, Wolcott cites Spindler (1955, p. 20), "The

arthropologist's experience with small and relatively integrated

societies sometimes gives him an extraordinary naivete about the
complex relations in our own society.... He fails to =ce complica-
tions and logks for integrating features, consistencies, and values
where there are none. And as a consequence he may make outlandish
pronouncements as to what educators should or should not do." Heed-
ing this advice and precaution, thick descriptions were rendered in
this paper. In addition to the descriptions, specific categories

of readers were identified to charaéterize the investigator's
understanding of the inhabitants' beli;fs, ideas, and actions.
Keeping in mind the precautions suggested by Wolcott and Spindler,
but attempting to delineate further the investigator's understanding
of the beliefs, ideas, and actions of the inhabitants relative to

reading and reading instruction within the classroom, '"cognitive

principles' and "cultural themes"3 are presented in this sectiony

%
K

A cognitive principle is "something people believe as true and
valid: it is a common assumption about the nature of their ex-
perience" (Spradley, 1979, p. 186). A cognitive principle usually

takes the form of an assertion. An assertion may be of two types.
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First, an assertion may be very specific such as when Patty de-
fined-reading as ''reading out loud.n In this instance, the asser-
tion was limited in its application to a single member of a single
domain.a Second, an assertion may focus on a "universal experience."
That is, the assertion has a high degree of generality. For ex- :
ample, Paul made the assertion that "reading is comprehension."
This ashertion was understood by the members of several reading
groups and the classroom teacher. That is, the children from the
tacit-appliers and the children from the appliers categories of
readers along with the classroom teacher viewed reading as compre-
hension. A cognitive principle then is knowledge or understanding
one individual or the knowledge or understanding that several in-
dividuals from various domains, within a culture, hold about a
specific aspect oi their culture. The cognitive principle is the
basis upon which the inhabitants of a culture learn, function, and

interact.

3ellack (1973), in a presentation describing tﬂé use of inter-
pretative studies in education, presents two concepts which are
very similar to the notion of cognitive principles. Bellack refers
to Kaplan's concepts of 'act meaning" and "action meaning." An act
meaning is the meaning an act or behavior has for the actor. That .
is, an 1n.estigator must describe or explain what "conduct a par-

ticular piece of behavior represents" (p. 33). Then, an investi-

gator must interpret the meaning of the action and determine its
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interconnections with other actions or circumstances. This Bellack
states is what Kaplan refers to as action meanigg.

The remainder of this section is devoted to a delineation of
some act meéanings, behaviors, and action meaning, the investigator's
interpretation of the behaviors which were apparent in Mr. Bell's
classroom regarding the inhabitant's cultural knowledge of reading
and reading instruction. For ease of presentation, the behaviors
and interpretations of the behaviors are divided into two categories.
The first category is concerned with meanings which appear to be
associated primarily with teaching, while the second_category of
meaﬁings is concerned with the teacher's and the children's notioﬁ; -
of learning. Although a line of demarcation'has been drawn between
the meanings associated with teaching and learning, this demarca-
tion is created solely for the purpose of discussion. To facili-
tate the presentation further, a general statement of the act mean-
ing or belief of thc actor is identified followed by an example
illustrating the actors' beliefs. The depiciti&n of the actors'
beliefs is then followed by the investigator's interpretation as

regards the significance of the actors' behaviors.

Act Meanings and Action Meanings Associated with Teaching

1. Efficiency of classroom management is an underlying concern

as_regards teaching. Mr. Bell believed efficiency of effort to be

a crucial aspect of his teaching, organization, and management.

==

That is: (a) selecting the appropriate group composition; (b) using
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suitable materials; (c) eliminating communication between the child-
ren and the teacher through the use of the cubby-holes; (d) focusing

on specific reading skills in both ieading and social studies in-

struction; and (e) scheduling each’'day the center groups and plan- -
. ning the rotatign of those groups, were undertaken to achieve, in a
B direct manner, the goals of the adopted school curriculum. These -

procedures were viewed by Mr. Bell as being highly organized and
essential for his management of not only the children but also the
management of the materials in the various content areas. Mr.
Bell's attitude toward the concept and the effort related to effi-
ciency’ apoeared to reflect his view of the demands placed on him to
guide the children through the various content materials. These
demands emanated from the school administration and from the ideas
expressed by Mr. Bell's faculty peers. As a result of his'emphasis
o efficiency of effort, chil@ren'§ questions about specific cbnj
tent concepts were often unanswered, and children experiencing
difficulties with learning concepts often were not pfovideq suffi-
cient time to complete éhe tasks at aﬁ initial sitting. Although
ersﬂBell's emphasis on efficiency of managing materials and time . %
apéears to be a limiting factor in his relationship with the child-
ren, this was not necessarily the case. During the course of the

| study, it was observed that Mr. Bell was very personable, consider-
ate, and caring with the children in his classroom. He provided
the children with a very humane learning environment and experi-

ence.




243

2. Reading instruction is based on the children's demonstrated

ability. Instruction which was either toc easy or too difficult
was of limited value to the children. 1In this regard, Mr. Bell be-
lieved and devised plans at the beginning of the school Qear-to see
that the children in his cla;sroom received reading instruction at

their appropriate reading levels. As previously mentioned, Mr.

" Bell interviewed each child about what he/she had read during the

initial three weeks of school. Next, he provided skill tests to
determine the appropriate MacMillan text level for each child.
Finally, he employed the recommendations from the previous year's
teachers' for each child to aid him in determinihg the appropriate
reading level. A paradox exists here, ho&evev, as regards this
practice and subsequent instructional practices employed by Mr.
Béll concerning the assignment of the children to text levels and
keeping the.children in those text levels for the entire observa-
tional period of this study. That is, when a child was assi%ned to
a text level, he/she either remained in that level or advanced at a
pace rélative to the othgg children in the class. Mr. Bell did not

account for a child's achievement or growth in ability other than

.through the normal advancement of the child through a grade. The

development of this paradox is due partially to the materials em-
ployed to deliver instruction and partially to the reluctance of

the teacher to implement fully the belief he held. The problem

with the ma;erials is that teachers are instructed both by the text-

book publishers and by their undergraduate instructors in college

e L. MmN gy . pael el o 4

e a

i ek g




244

degree programs that the text levels are based upon a progression of
difficulty. Therefore, many teachers assume that to skip a par-
ticular text level would inhibit the children's growth. That is,
the children would riss "valuable" instruction in specific skills
if = particular text level within the progression of materials was
skipped. Part of Mr. Bell's reluctance to have children skip text
levels emanated from his concept of efficiency of effort. At ‘the
time of this study, Mr. Bell had organized nine reading groups,
and he expended great energies to meet with these groups. He ex~
plained that one more reading group would create for him an un-
manageable situation and could have caused his entire system of
reading management to topple. Mr. Bell's approach to individual-
ized instruction, believing that children of similar needs could
be grouped éogether for instruction, was realistic. He expressed
concern, however, that it ﬁ;s nearly impossible for a teacher to
provide one on one instruction to each child day in and day out.
Therefore, Mr..Bell ‘established the pra;tice of moving a group of
children from teéxt level to text level in a relative fashion.

3. The children need to develop independence and responsibility

for their own learning and actions. Several procedures employed by

Mr. Bell illustrated the importance of tﬁis be!.ief. For example,
Mr. Bell provided the children with £he opportunity to select the
ord;¥ in which they completed their assigned work. He allowed the
children the chance to select their own reading materials for their

free reading time. For language arts instruction, general topics
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were selected by Mr. Bell, but the children selected the reading
material to read to meet the assigned obligations. Mr. Bell per-
mitted the children to engaée in quiet discussions ac their desks
without being scolded. Limits as regards duration of talking were
established so that others would not be disturbed, but the child-
ren exercised their independence to decide when or when not’to talk
with a neighboring child. Mr. Bell verbalized the need for child-
ren to seek independence, and he provided the children with limited
7opportunities to attain their independence. In reality, however,
the children were organized in such a manner that their choices of
whether or not to read or complete an assigned task or talk to a
neighbor were minimal. Again, Mr. Bell had created a contradiction
as regards his words and deeds. Two aspects of Mr. Bell's behavior
exemplify this contradiction. The first was his strict use of the
reading materials in that he directed the children to read each
text story in the progression recommended by the text publishers
and to complete all of the workbook pages or, in the case of social
studies, to complete all the study questions regardless of the im-
portance of the activity to the children's learning. The second
behavior to exemplify this contradiction was Mr. Bell's adherence
to the time schedules that he constructed each school day. The
children realized that if they “goofed-off" they would not complete
their assigned tasks ani might, therefore, possibly lose opportuni-

ties given to those children who compleied their tasks on time.
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4. The children did not need directed reading instruction each

school day. Mr. Bell did not meet with each reading group each day.

Most reading groups met two or three times per week, while one read-

/
ing group met only once per week. Mr. Bell's acceptance of this _ .
belief was the result of the organizational struciure he embloyed

of having nine reading groups. . In practice, to meet each group .
during the course of the reading time each day would have-been

nearly impussible. As a consequence of accepting this belief, the %)

investigator identified several trusts and situations which Mr. Bell
developed. First, Mr. Bell exhibited confidence that the children
would practice and apply the reading skills he discussed in the
reading sessions without his direct supervision as a teacher. His
method of checking the children's ability to apply the skills was
during the reading discussion sessions. Next, since reading in-
struction was geared to the cempletion of the workbook skill assign-
ments, many of which the children appeared able to complete with-
out imstruction, little expository teaching took place during the

reading instructional time. That is, Mr. Bell was infrequently

‘cal}ed upon, by the children, to explain or demonstrate how to use .
\

a reading skill. In most instances, the children could comglete

the skill assignments first by only having the directions read to

them, and second the children completed the assigmments without N

reading the text story upon which the skill assignments were 3 -
supposedly based. Evidently, most of the children were completing

tasks they were akready capable of doing. Finally, reading group

L 2i()
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sessions were not necessary each day because the progress each child
was making, cxcept for the children identified in this study as
non-appliers, was steady and above grade level. Since -~ . the
tacit appliers and the appliers were identifigd by Mr. ® (1 as
reading well above their assigned grade levels, based on the Mac
Millan R Reading Progra. text levels, and still meeting cnly once
or twice per week, the need was not present for the chilaren to - T
meet more frequently. Mr. Bell expressed that he felt justified
in organizing instruction in this way because the children were
capable of reading content materials such as library books which

were equal to or above the readability levels of tie MacMiilan texts.

5. Reading skills are the basis of social studies instruction.

Mr. Bell indicated during the interviews and through his instruction-—
a1l practices his belief that the comprehension skills he taught
during reading instruction were the same skills which formed the
basis of his social studies instruction. 1In fact, the reading and
social studies discussion sessions were focused upon the same types
of questioning. The support for this belief was situated in two of
Mr. Bell's actions. First, in his view, the ultimate goal of teach-
ing reading is to engender in children a desire to be life-long
rvaders. He realized that the skills taught in readi&g were im-
portent v the children to learn and apply in the every day mate-
;ials they would use as adults. Consequently, he established a

practice in which the skills of reading were'presented. practiced,

and applied during reading and social studies instruction. The
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second item of support fo; the application of tnis belief was Mr.
Bell's view that the quality and diversity of the questions pro-
vided in both the reading and social studies materials was in-
sufficient. For example, most of the soicial studies text questions
were literal recall questions which did not require the children
to incorporate their experiences as human beings into the subject
matter they were studying. Thaé is, Fhe sgcial studies text
questions failed to provide tbe children with the qunatity of
practice and application of reading comprehension skills that Mr.
Bell visunliégd as being adequate. Therefore, he made a concerted
effort to develop questidhs duringboth reading and social studies

instruction which focused on the reading skiils he deemed jmportant

7

/
for the children to learn and practice.

Act Meanings and Action Meanings Associated with Learning

1. Rea&ing is comprehension. Many of the childrén, appliers

and tacit appliers, and Mr. Bell believed reading to ﬁe comprehen-
sion. They listed as reading skills such skills as finding the main
idea, making evaluations, and determining sequence as the content

of reading and reading instruction. The gasis for the children's
awareness of this belief was the reading discussion sessions. The
tacit appliers and appliers spent the majority of their actual read-
ing discussions focusing on compreﬂension or understanding the con-

tent and implications of the storjes they had read. Factual ques-

tions were asked, but a majority of Mr. Bell's questions focused on
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higl.2r level questions of comprehension such as making comparisons.
Likewise, in the sncial studies discussions and activities, the
children were expected not only to apply their factual knowledge

of social studies content but also to use their understandings of
the historical gnd social significance of the concepts and content
to solve problems and to explore and identify other factors of
social importance. The process of employing higher order compre-
hension questions in the children's presentation and discussion of
‘the individual book reports, presented every other week or so, were
also valuable to reinforce the notion that reading was not just the
calling out of words but the assimilation and use of ideas. Through
these assignments and activities, the children came to realize Mr.
Bell's goals of reading and reading instruction and to ascribe
meaning and importance to his goals.

2. Reading is reading aloud. The non-appliers believad read-

ing to be the ébility to read aloud. The non-appliers associated
_reading aloud with the ability to read well. The practice the non7
appliei s engaged in during their reading group discussions di-
rectly emphasized the importance of reading aloud. That is, they
were frequently requested to read aloud to demonstrate their under-
standing of the story they had read. The nou-appliers recognized
this activity as an evaluation of their understanding of the story
content. Therefore, the fact that the non-appliers view of reading

was significantly different from the view held by many of the tacit
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appliers was not suprising. The view the non-appliers held was, in

fact, consonant with the practices in which they participa}ed with
/

Mr. Bell during the reading discussion sessions. This belief was

reinforced for the non-appliers as a consequence of the next belief

which Mr. Bell subscribed to relative to working with the children

who experienced difficulty in reading and applyin fhe skills of
4 S0

A
///’ o

reading in social studies and other content areas. -~

3. Non-appliers tend to comprehend better when they read

orally than when they read silently. This was the basis upon which -

Mr. Bell guided the non-appliers through their reading materials.
For example, Mr. Bell claimed that a child who was having a problem
acquiring the intent of a passage would often overcome this diffi-

culty when he/she read the passage aloud. Because he identified

the non-appliers as being marginal comprehenders, barely able to

acquire the facts of a story, he insisted that these children read

aloud so he could "help" them obtain the meaning of the story.

Consequently, the questions he asked the non-appliers during their

discussion sessions were directly dependent upon the oral reading

the non-appliers performed for lir. Bell. These questions were .
basically literal recall questions, however. A paradox as regards
Mr. Bell's understanding and practices of reading instruction exist
here. The following example illustrates this paradox. Patty, the
child experiencing the most difficulty reading, invariably read

aloud during her sessions with Mr. Bell. 1In fact, she participated

a
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very little in any sort >f discussions with Mr. Bell. Her under-
standing of what she read orally, based upon the transcriptions of
the questions Mr. Bell asked her and the résponses she made in an
attempt to correctly answer the questions, was poor at best. Patty
was simply, in a majority of instances, unable to provide correct
responses to Mr. Bell's questions. Reading aloud did not appear to
improve Patty's ability to understand the story content. Therefore,
Mr. Bell's adherence to this belief of oral reading in the case of
non-appliers is questionable.

4, Workbook exercises do not help readers to understand a

story or to acquire reading skills. The children placed little

importance in the exercises they completed from the workbooks.
They did place importance on having read the assigned story ‘so as
to be capable of participating in the reading sessions. The child-
ren understood that they iearned reading skills fFom the reading
sessions with Mr. Bell. The children ascribed little importance
to the completion of the workbook pages for two reasons. First,
they knew th-t Mr. Bell did not outWardly place significant value
upon the content of the workbook exercises. He demonstrated his
contempt for the workbook pages in several ways. He did not re-
view the pages the children had completed, at any time. Also, al-
though he took the time to provide the children with directions on
how to complete each of the exercises, he did not, in most in-

stances, explain or provide examples to illustrate to the children

what was expected of them in order to do the exercises. In
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addition, to these two factors, Mr. Bell did not provide instruc-
tion to a child if he/she failed to accomplish the intended goal
of a workbook exercise. In fact, at no time during the study were
the exercises discussed in the classroom after thﬁ children made

/
an attempt to correctly complete them. Each of/ these factors pro-

/

vided the children with an awareness that thi;successful completion
of the workbook pages was not a priority in/ﬁr. Bell's scheme of
reading activities. A second reason the children placed little
value in the workbook pages was that they knew they could complete
the exercises without even reading the story on which the exercises
were supposedly based. As previously mentioned in this study, only
one child who was interviewed admitted that she read the assigned
story before she attempted to work on the accompanying workbook
pages. All of the other children claimed that they completed the
workbook pages prior to reading the assigned story. These two
reasons alone made the childrnn aware of the "busywork" nature of
the workbooks and the limited value the workbooks had in providing

[

fruitful reading instruction.

Implications for Further Research

The observations and descriptions from this std&y offer fer-
tile ideas for future research in several areas of classroom read-
ing instructional procedures and practices. One of the most sig-
nif icant aspects of this study was the inclusion of the children's

perspective of reading and reading instruction. For too long,
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investigators have neglected the views of children beyond looking at
the achievement levels they attained after instruction. Much in-
formation can be gathered and needs to be obtained about the child-
ren's knowledge and understanding of the processes and prccedures

of teaching and learning to read. Children need to be observed

and questioned as they work and learn in an educ;Lional setting
during re%ding instruc¢tion.

Another area which is in need of further investigation is the
teacher's development of organizational plans for reading instruc-
tion. The gréas of concern here are the types of grouping, the
decisio~ .'which are made which lead to the establishment of groups,
the effects of grouping on the management of the classroom, and the
numbers of reading groups teachers form for instructional purposes. ’ T

Three categories of readers were identified in this particular
study, appliers, tacit appliers, and non-appliers; Further re-
search needs to be conducted toiinvestigate if these categories
are in fact "real" .ategories. The further delineation of the
perspectives of these readers needs to be undertaken. There is *
also a need to discover any other categories of readers which may
exist.

Another question which needs to be examined ic; What is the
teacher's use of materials for presenting instruction? Reading
educators have documented observations that more than ninety-five

percent of elementary school teachers use basal reader teixts, but

267
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there is little knowledge about how the texts are used or to what
degree they are used. There is also a need to discover the pro-
cedur;s teachers employ to make decisions about the use of materials
and to what extent teachers allow the use of materials to dictate
the content of instruction.

Finally, in this particular study a relationship between the
teaching of reading skills and the teaching, use, and application
of those same reading skills in another subject area was observed.
Further observations of teachers teaching reading skills during
reading instruction and the teachers' use and application of the
same reading skills in other areas of the elementary school
curriculum are needed. In addition to the observations of teachers,
further observations and interviews of children about their
acquisition, use, and understanding of the purpose and content of

reading skills in other subject areas need to be conducted.
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REFERENCE NOTES

The term "completed" in this context means that each child
read the stories, discussed the content of the stories with
Mr. Bell during the reading group discussion sessions, and
answered numerous questions in the workbook exercises which
accompanied each story.

Spindler defines the concept EMIC as the view that a native
has and the knowledge the native possesses about his/her
cultural setting. In this study, the EMIC is the knowledge
and views of the culture the teacher and children have about
reading and reading instruction in the classroom. An ETIC
is an investigator's interpretation of not only what the in-
habitants explicitly state but also an interpretation of the
implicit knowledge they have (Spindler, 1979).

A cultural theme is defined by anthropologist Morris Opler
(1945) as "a postulate or position, declared or implied and
usually controlling behavior or stimulating activity which
is tacitly approved or openly promoted in a society' (.. 198).
Spradley (1979) identifies a cultural theme as a cognitive
principle which serves as a "relationship among subsystems
of cultural meaning" (p. 186). Applying Spradley's defini-
tion to the present study, a cultural theme is a cognitive
principle which links two or more categories of readers
together or provides a common framework of understanding
and practice between the children and the teacher. Agar
(1976) provides a further description of a cultural theme
when he identifies a cultural theme as a broad premise that
is expressed in many areas of a "person's cognitive knowledge
and is a part of the individual's communicative competence"
(Spradley, 1979, p. 222). The idea of a cultural theme is
based on the notion tuat cultures are more than bits and
pieces of custom. Indeed, a culture is a complex pattern
(Benedict, 1934; Roberts, 1976). That is, every '"cultural
scene consists of a system of meaning that is integrated
into some kind of large pattern" (Spradley, 1980, p. 141).
Consequently, cultural themes apply to numerous situations
and recur in two or more domains.

Cultural domain is a category of cultural meaning that in-
cludes other smaller categories (Spradley, 1980). For ex-
ample, in this study, one domain is a reading group. Within
the category reading group there are three smaller domains:
appliers; tacit appliers; and non-appliers. Each domain
identifies a type of reader within the classroom.

269
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APPENDIX A

Transcriptions of Reading Group
Discussion Sessions

Reading Group 13: Patty's Group

Reading Group 30: Andrgg’% Group

Reading Group 37: Yearling Group

Reading Group 38: Yearlinyg Group--The Yearling Test
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Reading Group 13:
March 27; Thursday

Participants: Patty, Mr. Bell

Mr. Bell: "The story you read was called the '"Case -
of the Whistling Ghost." What's another title
you can give that story?"

Patty: '"What number?"

Mr. Bell: 'Number two."
"0.K. what title did you give it?"
r3

Patty: "The Case of the Boy Who Lied."

Mr. Béll: 'Why did you give it that selection?"

Pattv: "Um because um he had um this friend um had to
um had to-missing...he put a on sheet-en-and -
whenever he wanted to say fast he whistles."

Mr. RPell: "You said the story was the Case of the Boy
Who Lied. Whey did you name it that?"

Patty: 'Well because these two other boys came in and
blamed it on them and he just made it up. He
said whenever he came um the one of the boys came
took the camera ran out the back door and when he
came in. The other one was in a ghost —~ostume
and that's how Encyclopedia-knew-it was him be-
cause how could the boy got through. In there
spider webs there and it was not knocked down."

Mr. Bell: "Who were the main characters of the story?"
Patty: "Encyclopedia and his brother."

Mr. Bell: "How did this camera get stolen do you think
aud why?" =

Patty: "Because he was in this um haunted house, he
wis there were then T think living about forty-eight
years.” He saw Fncyclopedia's brother go inte the
haunted house and he put a sheet over him and that's
how he got him cause he wanted to take piciures in
there."

Mr. Bell: "Who got the camera?"

Patty: "The one that had the face mask on.'
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Reading CGroup 13:
March 27; Thursday

Mr. Bell: "What was the events leading up to how he
got the camera?"

Patty: "By scaring Encyclopedia's orother away."
Mr. Bell: '"How did he drop the camera or what?
Patty: '"He left it behind."

Mr. Bell: '"What reason did Encyclopedia's brother
have for wanting to go to the house again?"

Patty: "To show Encyclopedia where he left his camera
in there."

Mr. Bell: "That's good. What was the end to it?"
Patty: "So he can show his brother Encyclopedia where

he left his camera and so Encyclopedic< could see
who it was in there."

Mr. Bell: '"So he left his camera ther: because he

wanted Enclyclopedia to find it."

Patty: 'No. He went in there again because hc wanted
Encyclopedia to sece where he left it."

Mr. Bell: "Why did he take his camera there in the
first place?"

Patty: "To take pictures.'

Mr. Bell: "Of what?"

Patty: "Of what it was like inside."”

'

Mr. Bell: '"Describe what the place looked like.'

Patty: "It had spider webs in it. The walls were not
: "
nice.

Mr. Bell: "What do vou mean not nice?'
Pattv: '"They had tears. They had big holes in the
walls. The paint or whatever was on the walls

was torn off and some places didn't look very
good."
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Aruitoxt provided by Eic:

Reading Group 13: ’267
March 273 Thursday

g

Mr. Bell: "What did the house look like?"

Patty: "It looked like it was going to fall down from
the outside."

Mr. Bell: '"'How do you think the younger brcther felt
going into this house?"

Student interruption, Matt: 'Do we check these our-
selves?"

Mr. Bell: Shakes head yes.
Patty: "Scared."

Mr. Bell: '"Do you feel he felt scared both times? Or
just the first time?"

Patty: 'Mainly the first time."

Mr. 3ell: "How did Encyclopedia Brown feel when he
vas going into the house?"

Patty: "Sort of nervous."
Mr. Bell: '"What would make him nervous do vou think?"

Patty: "If the phost showed up in therc maybe. But
the ghost didn't."

“ir. Bell: "How was he able to prove who committed
the...who took the camera?"

Patty: "Because he said the puy who stole the camera
that he was missing two...and he said that he
whistles and so he that um and when they got to
that person he said that two other boys did it
and ran out the back door. If they went out the
backdoor then the spider they would have knocked
over the spider webs. So that's how Encyclopedia
knew."

Mr, Bell: "Describe Encyclopedia Brown to me. What's

he like?"

Patty: '"He's not that scared about the shect."”




. Reading Group 13: 268

March 27; Thursday

Mr. Bell: '"What's another thing you can say about him?"
Patty: '"He didn't believe his brother very well."

Mr. Bell: "What else? He had to have some other

qualities."
Student interruption: "Could I get a drink of water?"
Patty: '"He could imagine who started the stuff and..."

Mr. Bell: "So what type in a word or two what can you
say about him?"

Student _interruption: (inaudible)

Mr. Bell: "Wait until lunch-time." "If he's able to
solve all these crimes what can we say about him?"

Patty: '"Well he's good at finding out stuff and like
that."

Mr. Bell: '"So what other words can we use?"
Patty: '"Good at things."

Mr. Bell: '~ !ow about smart, intelligent? Do those

descrive him?"

Patty: '"Yes."

Mr. Bell: "Foolish describe Encyclopedia Brown?"
Patty: "Some."

¥r. Bell: "How was he foolish?"

Patty: '"Well he doesn't believe his brother and all

that. And that's what I thought was foolish. He
shouid believe."

Mr. Bell: "Can you think of another word besides
foolish that mayte or would be better in describs

ing Encyclopedia Brown?"

Patty: 'Net really. He knows what's going on most of
the time unless someone tells him."

252
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March 27; Thursday

Mr. Bell: '"0.K. if a person's going to be a detective
what qualities does that person have to have do
you think to make him or her a good detective?"

Patty: '"He or she has to know how to tell when some-
\ one's lying and have to check out stuff without

being scared."

Student interruption: "Mr. Bell may 1 get a drink?"
. Mr. Bell motions yes to student.

Patty: "... and know where to find him."

Mr. Bell: '"Open up your workbook to page eleven and
T will give the words. Circle them number onc
bruto."

Student interruption, Laura: ''Which one is level five?
The second one?"

Mr. Bell: "Middle one." "Number two garden. Number
\\ three squirrel. Number four pleasant. Number
\ five eleventh. O0.K. read these sentences to me
\\ out loud."
Patty: "It was a sunny pleasant day. The trecs in the

garden were in bloom. A grayish squirrel was
looking for food. A squirrel saw food hanging in
the tree. He shook the tree and on the eighth
try."

Mr. Bell: "What try?"

Patty: "Ileventh he broke off the fruit grabbed the
food and ran ~way."

Mr. Bell: "In this part here you're going to read the
paragraph and then answer the question. The ques=—
tion will be coming from one of these words here.
The answer I mean."

"Over on page twelve they've given you the phonetic
spelling of this word. Up here one of these words
up here. You have to try and pronounce this word
to yourself and decide which of these words is that
the phonetic spelling for."
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Patty: "What do you mean?"

Mr. Bell: "0.K. so you find the word button up here
and write it down there."

Patty: "Oh! I don't remember the word so can I study
it a little bit?" .

Mr. Bell: '"Do you understand that page? Page thirteen,
here they've given you some words and they've
divided them into syllables and you decide which
syllable has the loudest emphasis on it. So when
you say the word, one syllable has more force when
you say it than the other one. And if you think
it's the first syllable you put a little mark after
it 1like that. If you think it's the second sylla-
ble you put a little mark after it like that."

Patty: "Oh!"

Mr. Bell: "On page fourteer. here are sor: words that
have the letters - gh in them."

Student interruption: 'May I take this back?"
Mr. Bell: Shakes his head yes.

Mr. Bell: "-gh sometimes has a certain pronounciation
to it. Say the sentences here."

Patty: "I think I see a ghost.”

Mr. Bell: "The -gh has a hard -g¢ sound in ghost. Read
this one."

Patty: "I have a.... The -gh has a -f sound. The
dogs had a fight. The -gh has...sound."

Mr. Bell: "n.K. this one."
Patty: "The dogs had a fight."
Mr. Bell: "The -gh can have three different sounds.

Two different sounds and one no sound at all.
You're going to say t“e word down here."
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Patty: "Couldn't it have a small sound?"

Mr. Bell: "No! They show a word here with the -gh
underlined. You have to decide whether the -gh
has a hard -g sound, if it has an -f sound or it
has no sound at all."

Patty: "it's hard or s...

Mr. Bell: '"you write down hard ~g or -f sound or no
sound at all.”

"Patty your workbook is going to be due. Circle
this page. Your workbook is going to be due to-
morrow on the twenty-eighth and I will talk with
you about the story on the thirty-first which is
Monday."

Patty: '"When is this due?"

Mr. Bell: "Thirty-first. And this is the story your're
going to read. Do ycu have any questions?"




Reading Group 30: 212

May 5; Monday

Participants: Andrea, Missy, Mr. Bell

Mr. Bell: " "...you're going to give the spelling words.
Follow the same schedule. Remember if you go to
the library your scheduled time by now you know
if it's your time to go to the library or not.
You'll have book reports this Friday. You may
choose the book reports we didn't have time to do
last week or you may select a new book."

"Open your workbooks and write down another title
please.”

Missy: '"What was the title called again?"

Mr. Bell: '"Freedom Star." "Who were the main charac-

ters in this story? Andrea."
Andrea: "Sarah and Will."
Mr. Bell: "What problems did they face? Missy."

Missy: "Well they got captured by slave traders. He
took their food."

Mr. Bell: "Are there any problems they faced Andrca?"
Andrea:  "Well traveling many miles."

Mr. Bell: ''Why would traveling many miles be a prob-
lem? Missy."

Missy: '"Pecauce they had to trick that one guy to
escape so they could go to that one station."

Mr. Bell: 'What other problems do you think they en-
countered."

Missv: "Their feet hurt."

Mr. Bell: "Anything else? Andrea."

Andrea: '"Well tbey didn't have food so they werc
hungry."
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e

|
Mr. Bell: "First of all how did' the children escape
from this one hunter? Miss&."

Missy: '"They tricked him. Saraﬂ tricked him by
thinking her leg was broken.| She said she
tripped and said she couldu't make it and it
was broken. He went to see what was up ahead
and they ran away."

Mr. Bell: 'Do you think it was ri?ht for them to lie?
Andrea." \

Andrea: "In that case, yah."

Mr. Bell: "Why?" |

\

v

Andrea: 'He was going to take her apd her brother to
be slaves." \

Mr. Bell: '"What were these children?L What do you
think they were escaping from? issy."

Missy: '"'Slavery." \
i

them if this slave catcher had éa en them back?
Missy."

Mr. Bell: "What do you think would ha&e happened to

Missy: '"They might have seen their mother and father.
But they would have to work those long days.
Probably die." \

i
i
Mr. Bell: '"Mm." a

i
Missy: '"'Because they were working too hard."
Mr. Bell: "What do you think the owner qould have
donc when he saw the slaves? Andreﬁ."

I

Andrea: "Well maybe not...because they were children."

Mr. R-'1: "So you think one possibility might have
sen to let them go and the other possibility vas

let..." v

Andrea: "I guess so."
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Mr. Bell: "Anything else?"
Missy: '"Maybe whipped them."

Mr. Bell: '"Might have punished them in some way. Do
vou think this story took place in the past,
present or future? Missy."

v

Missy: '"Past."

S

Mr. Bell: "What was the girl Sarah like? Andrea."

Andrea: ''She was brave."

Mr. Bell: "What in the story shows she was brave?"
Andrea: (inaudible} / .
‘ Mr., Bell: "What in particular in the story can you

show me she was brave?"
Andrea: '"Well when the slave catcher and the owner
were close to them in the woods and they were

tricking them.,"

Mr. Bell: "Anything else? Missy what can you say
about this girl that would describe her?"

Missy: "If they had stayed they probably woula nhave
been a slave and they couldn't get away.'

Mr. Bell: '"'Could you describe Sarah to me? What was
she 1like? HNow Andrea said she was brave."

Missy: ''She was brave in that she had escaped...be-
cause they probaply end up being slaves."

Mr. Bell: "Is there anything else besides bravery you
can use to describe her?"

Missy: '""Maybe sad."
Mr. Bell: "So?"
Missy: "Sad where her mother."

Ar. Bell: "Anything else? Andrea.”

Andrea: '"'She was happy."
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Missy: "Mr. Bell is that page almost like this page?"
Mr. Bell: "Mm."

Missy: "0.K."
. .
Andrea: "Any extra assignment?" T
88T | ’

Mr. Bell: “No, I thought I'd give you a break."

293 ~
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Student interruption: (inaudible)
Andrea: "Gravity, power to pull us to it."
Mr. Bell: "Number' two, Missy."
Missy: '"Quality, amount:" o

Mr. Bell: "What was that word?"

‘Missy: '"Quality, amount."

Mr. Bell: "Quantity. That's right its amount. Next
one Andrea."

Andrea: "Solar system, the sun and all the things
that move around ic." ’

Mr. Bell: "Number four, Missy." \

Missy: 'Planetarium, a place to see\exhibits about
the moon, stars and planets."

Mr. Bell: "The sun, moon, stars and planets."

Misay: "Yah,"

¥r. Bell: "Number five, Andrea."

Andrea:  "Multiply, add eight hundred fifty-six
Twenty-four times."

Mr. Bell: "Number six, Missy."
Missy: 'Diagram, drawing."

-
Mr. Bell: "Number seven, Andrea."

Andrea: "Bob, move up and down."
Mr. Bell: '"Number eight, Missy."
Missy: '"Force, power."

Mr. Bell: "Nine, Andrea."

Andrea: '"Mass, something of strength,"
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Mr. Bell: "Mass in this case means amount of material
in something. Number ten, Missy."

Missy: "Expressed, shown."
Mr. Bell: "Number eleven, Andrea."

Andrea: "Heavenly bodies, the sun, moon, planets,
comets, stars."

’

Mr. Bell: '"Number twelve, Missy."
Missy: "In relation, compared.”

Mr. Bell: "Very good. Turn to page sixteen. You're
going to read the sentences below and answer the
questions in the blue box. You answer the ques-
tion they'll be asking you the main idea or some
fact of something. You put the sentence's letter
A, B, C, D, E." /

Andrea: "Is there going to be more than one answer?"

Mr. Bell: "Some can have more than one." "At the
bottom of the page just cross that part out."

"On page seventeen after you get done reading

the story do this page because it's a hjidden word
puzzle at the top. You're.going to try and find
words you read in the story and circle them.
They're about plantes or stars, astronomy."

"At the bottom of the page."

-

Missy: "Can you use the book to spell the words?"

Mr. Bell: "Sure." '"Then at the botton of the page
your're going to fill in the blank from the words
that you circled. Now maybe it will be easier
for you to do the bottom of the page first to
£111 in the blank cause you might know what
they're talking about, and hunt for the word in

;  the box. You can do it either way. Andrea."

4

Ahdre;E "If you know most of them or some of them..."

Mr. Bell: '"Page eighteen and nineteen go together.
Look at page eighteen first. Sometimes when you
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look up something under a topic they give you
other. areas in encyclopedias to look in. For
example they said let's say you're looking for
information on solar eystem. Can you turn to
astronomies, astronomy, comets and so on to find
something on the solar system."

"Turn to page nineteen. Now they've given you a
topic. The first one is "the surface of the
moon." And they said going back to page eighteen
you could have used either the moon or space
exploration to find information about the moon.
The volumes you'd look in are nine and thirteen.
Nine for th moon and thirteen for spaéde explor-
ation. The next one it says the topic they want
you to look in is "which is the largest planet
in the solar system?" You have to decide what
to do. I look on page eighteen. They've given
you a list. What would\yqu look under? Then
write down the volume number.'

Missy: '"What if we don't know the largest planet?"

Mr. F2ll: "What would you look under? Look over in
this selection here."

Missy: "Oh!"

Mr. Bell: "what would you look under to find out what
the largest planet was?"

Missy: "Planets."

Mr. Bell: '"Right. You might look uqder-planets, And
what volume would that be in?"

Missy: '"Volume, eleven." .

.

Mr. Bell: "Right."
Missy: '"Well what if you don't have a second thing?"

Mr. Bell: '"Then you don't use it. See they just put
down two there just in case you'd need it. Any
questions about the workbook?"

"The workbook will be due then on the eighth.
The eighth is Thursday. And we'll discuss the
story-on the ninth."
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Missy: "Mr. Bell is that page almost like this page?”
Mr. Bell: 'Mm."
Missy: "0.K."

r

Andrea: "Any extra assignment?"

Mr. Bell: "No, I thought I'd give you a break."
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Participants: Monica, Paul, Lezlie, Karl, Heather, Josh,
Mr. Bell ,

Mr. Bell: "In The Yearling of the chapters that you've
read so far I think we've learned a little bit
more about the Forrésters and what they're like.
‘Can” you give me some more detailed explanation as
to how you feel they are? Paul."

Paul: "They're really very nice except for Lim. -
He...Pemny had said he would...or whatever on or
deer so and then he saw that a new carcass so was
blaming Penny for everything. He didn't know

hd what had gone on:"

—
’

¢

Mr. Bell: 'Anything else?"

Lezlie: '"Well they really had hot tempers. One
minute they can be kind and the next minute
they're ready to kill someong."

Mr. Bell: "Why do you think they're like that?"

Karl: "Well, they have a different way of iife."

Mr. Bell: '"How ig their way of life different?"

Karl: "They have lots of brothers and they have a
lot of big times. And they really been to town

"

more.

. » (]
Mr. Bell: '"How would you like the Forresters to be
your neighbors? Heather."

Heather: (inaudible)

Mr. Bell: "Josh."

Josh: "Well, I'd like it a lot because the way they
act they probably be interested in a lot of

sports."

Mr. Bell: "What makes people the way they are?
Lezlie." ’

Lezlie: "I don't..."
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Mr. Bell: '"how do you think Penny f*els about the
Forresters? Monica.' ,

\

Monica: ''Well he likes them and songtimes he really
doesn't like some of the things.v He's anxious _
to get them into church. Ma Baxter is alright
but wanting to dress up in. Slewfdot s thing I
think it was suprising. ; |

}

Mr. Bell: "So how do you summarize how Penny gets
dlong with the Forresters?"

Monica: "He likes them but sometimes some of the
things they do he wouldn't do."

Mr. Bell: '"Heather."

Heather: (inaudible)

Mr. Bell: '"Paul."

Paul: "Well the way he feels about them is he knows
that a lot of times they just kill for the fun of
it and they don't need all the meat. So he likes

# them but' he doesn't sometimes or a lot of the

times. He doesn't like the way they do things."

Mr. Beil: "How do you think theiForresters feel about
Penny and the Baxter family? Josh."

Josh: "I think they like them."

Mr. Bell: '"What reasons do you think that the
Forresters would have to like them?"

Josh: '"Well they somctimes share food. They go on
hunts together,”

Mr. Bell: "Karl." -

Karl: "The Forresters are in the building a lot and
they use to live with them."

Mr. Bell: "Why do you think that happens?”
Karl: 'Well, because Jodi is a lot like the Forresters."

Mr. Bell: "How is he like the Forresters?"
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\

Karl: "He likes to do things the right way. When he
gets excited he really gets excited."

Mr. Bell: '"Lezlie."

Lezlie: "They help each other out a lot. ...
Mr. Bell: '"Paul."

Paul: "I think they like Penny but sometimes they:
think he doesn't like to have much fun."

Mr. Bell: "What did you think -about the scene in
which Penny and Jodi were going over to sleep.
What were the feelings mainly going through you?
Monica."

Monica: '"Excited."

Mr. Bell: '"What parts showed that?"

+ -

Monica: '"When 01d Julia followed them and they wore
chasing him."

Mr. Bell: '"Josh."

Josh: "Sorta afraid.”

Mr. Bell: '"What part do you remember that...?'

-

Josh: '"The part that Monica said and also when they
were searching for him. He could have been just
right in front of them..."

Mr. Bell: '"Anything else?" :

Heather: (inaudible). -

a

Mr. Bell: '"How did-you feel about old Slewfoot and
what eventually happended to him? Karl."

Karl: "I think he was getting old so that was a little

easier but not much."

Mr. Bell: '"What did you find difficult? What did you
dislike about it?" ’

Karl: "Well he always...' -
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Mr. Bell: "You didn't like him being kfgled cr what?"

Karl: "Well I like...there usually were other eople
__who wanted to go and catch him..."

Mr. Bell: "We'll come back to that. Paul."

Paul: "I think %t was kinda scarry for Jodi. Because
like when they killed it he was like wobbly in
the knees.: And another thing that showed he kinda
liked the Forresters was he was going to share
about half the meat even if they hadn't helped him
\ carry the carcass."

Mr. Bell: '"Have we learned anything new about Psnny?
Anything we can say about his personality that was
different? We know more about him. We should be
able to describe him more. How would you describde

. him? . Lezlie." ’ )

rl
/

\
Lezlie: "He's probably more careful."

Mr. Bell: "Is there anything else we can 1n?1ude about
him? Monica."

Monica: "Well like when he wanted to like let Ma
Baxter he was alright. You know...it shows he
would not want her to worry about him."

Mr. Bell: "Very good. What scene in the book do you
remember as maybe somewhat sad?"

Lezlie: (inaudible)

Intercom interruption: 'Mr. Bell can we have your
lunch count right now?"

Mr. Bell: '"Oh! Ralse your hands if you want hot
lunch. Okay we have seven." .

Intercom: '"'Thank you."
Mr. Bell: "Go on."

Lezlie: "...when Grandpa and Oliver were leaving for
Bostén." .

Mr. Bell: '"Heather."

297




Reading Group 37: 284
May 21; Wednesday

Heather: (1naud1b1e)

Mr. Bell: "Josh."

Josh: "Slewfoot was killed."

Mr. Bell: "Monica."

Monica: "When Fodderwing died." '

Mr. Bell: '"Paul."

Paul: "When Grandma's house was burning. She knew it
was because she left a lamp on but they...at

first Jodi was saying it was the Forresters."

Mr. Bell: "Why‘diA Jodi say something like that do
you think?" .

Lezlie: "Well bec?use..." =
Josh: (inaudible),
Mr. Bell: "Karl," '

Karl: ' "...they were drunk. I would suspect them .too
because they were drunk."

Mr. Bell: "How would you describe how this author
spends a lot of time talking about #&cenery, set-
ting . How would you describe that scenery to
me? Monica."

Monica: "What scene do you want?"

—_ N

Mr. Bell: "Any scene..."

Monica: ‘"I'm going to describe Grandma...house."

Mr. Bell: "0.K."

Monica: "It was this old white house with all sorts
of vines up and around. And it had a little
white picket fence around it and had flowers all
over the yard."

Mr. Bell: "Anything else?"

Monica: "It had a chimney."

k4
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_,,-'AMrf/ieli: "What would her house iook like inside?"

Monica: "I think it would have about two rooms, a
bedroom, kitchen, dining room and living room.
A bedroom and living room would be one room. The,
kitchen would be one: The stove ,would be in one
- corner and the table would be:in the middle and .
chairs would be in another cormer."

. 7 Mr. -Bell: "What would the house look like? You de- °
scribed to me what the house looked like can you
tell me what it would as you walked in the door .
| what would‘your impression of the house be?"

Monica: "I'd like ic."

Mr. Bell: '"Why?"

Gh
e
|G-

|

- Monica: "Well it was neat."
1

Mr. Bell: Do you mean it was well kept? She kept it
clean?" - ’

o

Monica: "Yah."

Mr. Bell: 'Can you describe a scene for me Karl?"
Karl: "When the Uttles were leaving."
Mr. Bell: 'What was the setting?"

Karl: "Dark and the water splashing up against the
wall..."

Mr. Bell: "What was the land like? Was the dock
there?"

. - ~

- : Karl:. '"no, there was land..."

i . Mr. Belf: "I don't care. You have to use this up .
here (pointing to his head) Karl let's go
(students laugh)."

) .
‘ Karl: "The dock was pretty long, about ten feet out /"
Mr. Bell: '"What was the land 1like? I want to know."

‘ Karl: "It was like a steep bank that. went down to the
| water."

\ . ;
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Mr. Bell: "What did it look like? Just a steep bank?"

t

Karl: "It had grass on it. You couldn't see it at
night time."

Mr. Bell: "Just grass nothing else on it?"
Karl: '"People's...trees."

Mr. Bell: '"How fast was the water moving?"
Karl: '"About one mile per hour."

v

Mr. Bell: "Well it was about the length of a steam-
boat and..." ‘

Mr. Bell:: "What did the -steamboat, look 1like?"

Karl: "It was big. It was a wood frame. It had a
deck that was white..."

Mr. Bell: "Were there many people on it?"

Karl:  "Well oniy the sailors'and a few passengeré."‘
Mr. Bell: 'Lezlie."

Lezlie: "Well, I can describe the same one."

Mr. Bell: '"How did you see it?"

Lezlie: "The dock it really wasn't long just about

five feet out.... And the land it was\yery
grassy. There were trees. The steam...\"
- ,

* Mr. Bell: "Josh what about you? What setting can you

describe us?"

Josh: "Well...were tracking down this deer and they
didn't know that it was Flag...half an hour."

Mr. Bell: "What was the setting?"
Josh: "It was sorta like a dirt path and it had a
little grass, stones on the path, footprints,

deer. prints."

Mr. Bell: "Anything else!"
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Josh: "And there were a bunch of trees and...grass on
either side and ¢ .branch-hanged right over the
path.” <

-

Mr. Bell: ' "Paul."

Paul: "I described the scene like when they were
tracking Slewfoot. Like when he was some ten feet
away from them. He still wasn't in sight but
there were a lot of trees around and with twigs
and bushes. So thete's no path really but they
would break through the shrubs'and weeds all over.
It was dark a little bit dark so you couldn't see
everything. It was dim light plus the trees were
blocking ocut the rays of the sun. Julia and the
othe:\dQ§§ barking had a little opening further....
‘“\Erere was a little small stream going by." .
Mr. Bell: "Your next assignment is to finish the book."

Students in unison: "What about Heather?" T
’ ¥

Mr. Bel’* "I'm sorry Heather." °

Heather: "I'll describe the scene of the really big
church ",

Mr. Bell: "When you say really big compared to the size
of this room?"
o

Heéther: "About."

Mr. Bell: "What werz the benches like to sit on?" °
Heather: "...huge."

_Mr. Bell: ~"How were they to sit on?" Ce
Heather: (inaudible)

'

Mr. Bell: "What did the outside.of the church look
1like?" [

Heather (inaudible) T ,
Mr. Bell: "What did the church lLok/like outside?" -

Heather: "There was a big bell on it." B
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Mr. B 11: "What color was the church?"

Heather: 'White?"

Mr. Bell: "You tell me." _ ' /
| Heather: "Well kinda yellow." ' » j

Mr. Bell: "What do you think it was like to be inside

s

// this church with all the congregation?" .

/heather: "...cozy."
. !

Mr. Bell: "Why do you think it was cozy?"
Heather: (inaadible)

Paul: "I've got a different description of the church.
On thg inside there are these wooden pews sitting
like the two rows but then there's an aisle down
the middle of them. If you sit on them with bare .
legs ;ou can get splinters. There's a Christmas’
tree in one corner with all:-the ornaments with
like popcorn string maybe qpple. Then there's one
of those old burning stoves in the other corner to
heat the place. A little what do you call it
bench or booth or whatever that the pastor...."

M. o 1: "Pulpit."

Paul: '"Pulpit that the pastor would preach from. And
maybe on that day a table behind or to the side
of the Christmas tree with some food on it. On
the outside it would be kinda like-this color and :
it would have a tall steeple with some flower
gardens to the s{?éé and some steps going up into
1t." . ) .

Mr. Bell: "Good descziption. Josh," N
Josh: "Well, I'd say that...."

Lezlie: "Well, I got another picture of this church.
It's kinda 1like small. It's kinda two stories...."

Mr. Bell: "I think that was a good description of the
-one that was in the book here."
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3

"The next assignment is to finish the book. I
want you ‘to tell me or be able to tell me how
Penny has changed from beginning to end of the
story. And particularly how Jodi has changed
from the very first time you have met him in the
story to the very end of it. And tell me if you
think it was a good change. Any questions about
the assignment? The assignment will be due next
Wednesday. The entire book must be finished by
next Wednesday.
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Participants: Josh, Heather, Karl, Lezlie, Paul, Mr.

Bell (Monica had not finished assignment-
-was sent back to her desk)
/

Mr. Bell: "Don't forget to sign up for hot lunch
please." A

"In the story as you're well aware the author.
created several different types of moods. In the
last chapter what would you say the emphasis or .
the major mood was? Josh."
Josh: "Well, sadness."
Mr. Bell: 'What was the result? Heather."
Heather: "Well cause Jodi was being bad."
Mr. Bell: "Who was being bad?"
Heather: '"Flag."
Mr. Bell: "Karl, anything to add to that?" |

Karl: "Wetl...Jodi didn't gant to shoot Flag."

“Mr. Bell: "Who asked Jodi fo kill Flag? Lezlie."

Lezlie: "His father." . ,

Mr. Bell: "You think his father was right in telling;
Jodi that he had to kill Flag? Paul."
Paul: "In a way he was kind of right because ‘it was/
killiag the crops and just was getting too...so
it should have 'been back to wild. But he was . »
wrong cause maybe they just should have put~it i :
back into the wild some miles away and someho
trick it so it wouldn t follow them back." /‘

.
/

Mr. Bell: '"How would you describe Jodi s mood af er
he had killed Flag? Lesglie." 7
/

Lezlie: ™He's kinda down on himself "

Mr. Bell; "What reasons can you give me for him being
mad ~t himself?" R

Lezlie: '"Well because he shot him." ,
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1

"Anything else, Karl? Any other, feelings

_ JMr. Bell:
you think that Jqdl had?"
v h J:/\.
"Well he was mad at his pa because he had; Jodi

Karl:
.- thought, turned against him.'
Mr. Bell: '"Paul."

Paul: "And he was really, really grieving, blue.
cause he felt very sad cause he had been like one

of his only friends for a long time."

Be-

"How did Jodi after he killed Flag, what

Mr. Bell::
did he do? Heather."

(inaudible)
" Mi. Bell: "Do you think it was wise for him to do that?
or the best thing for him to do that? Josh."

Heather:

Josh: "Well it was really a smart thing to do but it
was...and run away but when he's drawn back it's
sort of like my Mom had run away and she had

never come back for lunch."

Mr. Bell: '"How do you feel Jodi is going to be like
when he gets to be Penny's age? Paul.

"I think maybe he'll be pretty kind to animals

Paul:
still, but he'll still know that he has to kill.
But it will be a little bit harder

for the food.

for him. He'll think of them as friends.'
. Ball:  -"What else do you think Jodi's going to be
1ike? Lezlie," ,

Lezlie: "I think he'll be like his son.
I think he's going to give him like you 're

fawn,
going to have to kill ‘it someday yourself....

klso have a

Mr. Bell: '"Heather anything else you can add to what
you think Jodi s going to qpfwhen he gets older."

""Do ybu think Jodi is goidg to stay in that area
or do ynu think he s going to move." -

4
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Josh: "Pretty upset."

Karl: "Well if after a while when Jodi grows older if
Penny and Ma Baxter move somewhere else to make
an easier life.... Well if they move away I
think Jodi will still stay there and take care of
the place."

Mr. Bell: "What did you think? How did you feel about
Penny when he told Jodi to kill Flag? Josh."

\

Mr. Bell: '"Paul."

Paul: "It'd be like as soon as they told him he'd be
almost like paralyzed by what the thinking of
having to kill Flag. Like really being scared.
Not wanting to do it. Not wanting to be sad."

Mr. Bell: "How do you think Ma Baxter felt about this?
Did she feel 1like Penny or did she feel another,
way? Heather."

Heather: '"Well she—éidn t really think very much
about.o..' ‘

’

Mr. Bell: '"What was Jodi like at the beginning of the

story and has Jodi changed at all at the end of
the story? Lezlie."

Leziie: "He tended to grow up."

Mr. Bell:. "Now what do you mean has grown up? * What
point has shown you he has grown up?"

Lezlie: "Well since his father was hurt he had to help
around the place and he couldn t have as much time
to play."

Mr. Bell: “Karl." o - g

. .
Karl: "He ran.away. That showed that he wasn't fully
grown up yet. He was still...."

Mr. Bell: '"Rayl anything different?"
Student information: "May I get a drink?"

Mr. Bell: M.
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Paul: "He has to face more facts. He doesn't have as
"~ much to goof-off or play. But he really has be- :
come more gorwn up. So he's more able He does
re things. He can be trusted more.
Mr. Bell: "Do you think Penfiy has changed from the
beginning of this story? Josh."

Josh: "Well at the beginning he was a little more Yke
Jodi was. He liked to do things that Jodi did.
He made his work and:he took Jodi on hunts Quite\\
often. He'd probably have Jodi...by himgelf or \ -
he would just like sit on...while Jodi is hunting."\\\\ '

Mr. Bell: "What do you think Heather?" \

Heather: (inaudible) .

Mr. Bell: "What were you're impressions of Ma Baxter
throughout the story? Lezlie."

Lezlie: ,"She changed. The way she talks is sort of
a./ﬂ.

13

~Mr. Beylz "Paul."

[

Paul: "I think 3she changed a little bit., Like she
understood things a little more about what was
: happening ‘to Jodi and Penny.. So she grew to know
Y more about the family. She became a litt¥e bit
b more gentle. But she was still kind of harsh and
‘ gloomy moods." N
: n:lf" 1 . '
* Mr. Bell: "What do you think?\ How do you think J&g}{s
relationship is going to with the Forresters?}:
Karl." ; e
Karl: 'Well since about when thpse guy? left I didn't’
think he was going to bother with the Forresters."

"Because Buck...went trade. I think they went for
5 a long time. Earlier some of the...came back."

Mr. Bell: "What:'do you feel 'Heather?"

. Heather: ™Well I think that Buck will stay Jodi's
friend." . .
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- Mr. Bell: "Have the Forresters changed at all.from the
beginning to the end of the story? Paul.”

Paul: "I wouldn't say that."

R “__Mr.h_jglu__-'ilo_@h_-.",_ I M

Jesh: "Well at the beginning they were nice to each
other and later on they fought with each other and
' didn't talk as much. And then later on they were e
well a little more friendly and then they almost
wouldn't talk."

Myr. Bell: "Karl."

Karl: "Well they adjusted to the Baxters. Now they
" are pretty good neighbors. But Penny still ,
doesn't like the.... And they've done more things
together. They've done a round up hunting and
they've done a lot more things together than in i
the beginning. At the beginning they were just "
o\ : neighbors.” .

- ' Mr. Bell: "0.K. Put your name on a piece of paper ~
s - please. I have a couple of questions I want to 5
. v ask you. You don't need to write down the question ’
‘ obviously." ) ¢

»

Paul: '"Do you like put one, two. three, four?"

‘ Mr. Bell: 'Yes." "Null;ber one: What was the author's .
' purpose in writing '"The Yearling?"
\ "The second questicn: What was the climax of )
\ The Yearling? What was the high point or climax .

of The Yearling?" : J

A

\ "Question number three: Who were ‘the main char-
acters?" ’

\ . r o . ! . 1 !
\ Karl: "oyt of how many?" . / ’

/

\ Mr. Bell: "I said who were the main charactefs?"

Intercom interruption: "Steve. I mean Mr. Bell."

~

Mr. Bell:  "Yes."
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Intercom: 'Lunch please."

Pl

Mr. Bell: "Oh! How many of you want hot ‘Junch?
\ Please raise your hands. Six. Angile “would you
take it down in case she didn't hear it." :

Was Jodi right in killing Flag?
Was

, “Next question:
= - —-  ...1I want you to tell me yes or nd and/why.
Jodi right 1n killing ?1ag? ~Why?

- ) : Next question: After Oliver dame home‘éhat major
event happened next? -After Oliver camd home the
firast time what major -event happened nert?"

Student 1ntet:aption'v "May 1. go to the library because
1 already have two books in my basket?"

_Student interruption:- "May 1 go-to the library?"

_Mr. Bell: "Next question: How would you describe the
relationship between Jodi and Flag?"

~

Student interruptiqn. (inaudible)
Mr. Bell: "And the last question, 1In the entire book
- what scene or setting dpo you think you'll remember?
What striking scene or settipg do you think you 1
! remember? Just answer it in one or two sentences.
. , _ When you're done with that you can hand 4n your
) papers. You can go back to your seat? then.'
Student interruption: "May I go to the bathroom?"

Student interruption: "can I go to the bathroom?"

-




